The Capacity of ICT to Transform Teaching and Learning: A Critical View from Within a Building Schools for the Future Project by Haw, David
Haw, David (2015) The Capacity of ICT to Transform Teaching and Learning: A 
Critical View from Within a Building Schools for the Future Project. Doctoral 
thesis, University of Sunderland. 
Downloaded from: http://sure.sunderland.ac.uk/5763/
Usage guidelines
Please  refer  to  the  usage guidelines  at  http://sure.sunderland.ac.uk/policies.html  or  alternatively 
contact sure@sunderland.ac.uk.
  
The Capacity of ICT to Transform Teaching 
and Learning: A Critical View from Within a 
Building Schools for the Future Project 
REPORT 
by 
David Haw 
A report submitted in partial fulfillment of the requirements 
for the degree of Professional Doctorate 
University of Sunderland  
2015 
  
Page ii 
 
 
 
Contents 
Contents ..................................................................................................................... ii 
Portfolio Referencing ................................................................................................ iv 
Table of Figures ......................................................................................................... v 
Acknowledgments ...................................................................................................... vi 
Abstract .................................................................................................................... vii 
Glossary .................................................................................................................... ix 
1 Chapter 1: Introduction ....................................................................................... 1 
1.1 Political Context ......................................................................................... 1 
1.2 Professional Reflection .............................................................................. 2 
1.3 Embryonic Study ....................................................................................... 5 
1.4 Rationale and Aims .................................................................................... 6 
1.5 What is Transformation in an Education Context? .................................... 8 
2 Chapter 2: Literature Review ............................................................................ 11 
2.1 Transformation, ICT and Teaching and Learning .................................... 11 
 Rhetoric or Reality ........................................................................................................ 13 
 Links with Attainment Outcomes ................................................................................. 16 
 Where is the evidence? ................................................................................................. 17 
 Issues of Pedagogy and Structure ................................................................................. 18 
 Comparable Projects ..................................................................................................... 20 
 Was the Technology Provided by BSF Right? ............................................................. 22 
 Change .......................................................................................................................... 23 
2.2 Government Policy and Review .............................................................. 24 
 Education, Education, Education .................................................................................. 25 
 Evidence of Evidence Based Policy Making ................................................................ 26 
Page iii 
 
 Policy Stream Conflict .................................................................................................. 27 
 Going Private ................................................................................................................ 29 
 A Rush to Show Impact ................................................................................................ 31 
2.3 Marketisation and Commercialisation of Education ................................ 34 
2.4 Theories of Learning and ICT .................................................................. 38 
2.5 Teacher Professional Development and ICT ........................................... 43 
3 Chapter 3: Research Methods ............................................................................ 49 
3.1 Research Background .............................................................................. 49 
3.2 Research Question ................................................................................... 50 
3.3 Research Methodology ............................................................................ 52 
 The Research Landscape in the Context of Education .................................................. 52 
 Evolving a Methodology ............................................................................................... 53 
 Design ........................................................................................................................... 56 
3.4 The Plan ................................................................................................... 60 
 Early Exploratory Research .......................................................................................... 60 
 Instruments .................................................................................................................... 61 
 Questionnaires (P5.5) .................................................................................................... 70 
 Lesson Observations (P5.6) .......................................................................................... 70 
 Validity and Reliability ................................................................................................. 73 
 Practicalities .................................................................................................................. 73 
 Evolving and Approach to Analysis ............................................................................. 74 
 Data Analysis ................................................................................................................ 77 
4 Chapter 4: Research Findings ............................................................................ 80 
 Analysis by Interviewee Category ................................................................................ 80 
 Analysis by Theme........................................................................................................ 97 
5 Chapter 5: Reflection and Conclusion ............................................................. 119 
5.1 Conflict 1: Building schedules set against educational priorities .......... 119 
Page iv 
 
5.2 Conflict 2: Business priorities set against educational priorities ........... 120 
5.3 Conflict 3: The Clash of conflicting government policy agendas .......... 123 
5.4 Conflict 4: Change ................................................................................. 125 
5.5 Conflict 5: Too many things to do and not enough time to do it ........... 126 
6 Chapter 6: Impact and Future Work ................................................................ 129 
7 References ....................................................................................................... 132 
 
Portfolio Referencing 
The Portfolio of Evidence that accompanies this report is divided into 5 sections list below. In the 
main report the Portfolio content is therefore referenced using these section or sub-section headings.  
 
P1.  BSF Background  
P2.  Embryonic Study 
P3.  Testimonials 
P4.  Professional Impact 
P5.  Appendix 
  This section contains the data collected throughout the work.  
Page v 
 
Table of Figures 
Figure 1: Planning for Transformation (PFS) ......................................................................................... 9 
Figure 2: ITU Report on Telecommunication ....................................................................................... 12 
Figure 3: Zone of Proximal Development ............................................................................................ 39 
Figure 4: Development of Research...................................................................................................... 62 
Figure 5: Diagram of Data Sample Relationships................................................................................. 66 
Figure 6: Lesson Observation Numbers................................................................................................ 72 
Figure 7: Data Analysis Flow Model .................................................................................................... 74 
Figure 8 : Diagrammatic representation of stages to code the data, after Fereday, 2006, p84 ............. 77 
Figure 9: First codes from initial analysis ............................................................................................. 78 
Figure 10: Questionnaire respondents by teacher use ........................................................................... 88 
Figure 11: Questionnaire respondents by teaching service ................................................................... 91 
Figure 12: Questionnaire respondents by service in this school ........................................................... 91 
Figure 13: ICT Reliability (Q25) .......................................................................................................... 98 
Figure 14: Technical Support (Q26) ..................................................................................................... 98 
Figure 15: Teacher Personal ICT use (Q7) ......................................................................................... 103 
Figure 16: Teacher self-evaluation of classroom ICT use (Q8) .......................................................... 104 
Figure 17: Teacher perceptions about amount of CPD (Q20) ............................................................ 106 
Figure 18: Do you communicate with your pupils? (Q16) ................................................................. 110 
Figure 19: ICT tasks used in teaching (Q9) ........................................................................................ 111 
Figure 20: Activities seen during lesson observations. ....................................................................... 113 
Figure 21: Ranked Popularity of Tasks using ICT (Q12) ................................................................... 114 
Figure 22: Transformation Index ........................................................................................................ 117 
Figure 23: Impact of Broadband Transformation Index ..................................................................... 117 
Figure 24: IWB TI Plotted at 2 different times ................................................................................... 118 
Figure 25: Comfort Zone Applied to ZPD .......................................................................................... 126 
Page vi 
 
 
Acknowledgments 
I am using this opportunity to express my gratitude to everyone who supported me throughout the 
course of this Professional Doctorate project. 
I express my warm thanks to Prof Caroline Walker-Gleaves and Prof Peter Smith for their support in 
setting me on the road and to all the staff and pupils in the schools involved for providing me with a 
rich supply of data along the way. 
I would particularly like to thank my supervisors Prof Bridget Cooper and Dr John Grey without 
whose constant guidance and challenge this work would not have been completed. 
I owe a huge debt to of all my colleagues in my own school who have offered support at multiple 
levels and through this demonstrate our organisations commitment to Life Long Learning. 
Lastly I would like to thank my wife Valerie for her fastidious use of the green pen and David Jnr, 
who as he completed his own PhD study in Complexity Science, proved to be a critical friend and 
mentor as well as a son to be proud of. 
 
  
Page vii 
 
Abstract 
$QQRXQFHGLQ%XLOGLQJ6FKRROVIRUWKH)XWXUH%6)ZDV1HZ/DERXU¶VDWWHPSWWR
revolutionise secondary education in the UK, both in terms of infrastructure and pedagogy. The 
FRXQWU\¶VVFKRROEXLOGLQJVWRFNZDVGHFDGHVDQGLQVRPHFDVHVFHQWXULHVROGDQGLQSRRUUHSDLU
built for a different age with a history of lack of investment in modern technologies. BSF was to 
change all that with massive investment and plans to transform teaching and learning. The new 
buildings were to be of contemporary and revolutionary design more akin to modern office spaces 
than their Victorian predecessors. Each school project had £1,400 per pupil (approximately £1.4m) of 
LWVEXGJHWµULQJIHQFHG¶WREHVSHQWRQ,QIRUPDWLRQ&RPPXQLFDWLRQ7HFKQRORJ\,&7DVWKLVZDVWR
be a  major transformational tool; the key to equipping students with the skills needed for a 21st 
Century economy. This Doctorate report is written from within one of the first BSF  projects in the 
country, planned from 2005 and opened in 2007, with the ICT contract coming to an end in 2014. The 
author is the only surviving member of the original BSF planning team still working within the LA as 
a Deputy Head Teacher. 
7KHPDLQUHVHDUFKTXHVWLRQVµ7RZKDWH[WHQWDQGLQZKDWZD\VKDVWKHKXJHLQYHVWPHQWLQ,&7GXULQJ
BSF transformed teaching and learning and what was the perspective of this from the three main 
stakeholder groups; WKRVHOHDGLQJWKRVHWHDFKLQJDQGWKRVHOHDUQLQJ"¶ sets out to investigate the 
impact of the ICT component of BSF, it does however also reflect on the BSF process as a whole 
because this set the context in which the ICT systems were deployed; through a Managed Service 
Provider (MSP) procured from the private sector. This contract cast a long shadow over the prospect 
RIWUDQVIRUPDWLRQDV%6)EHFDPHODUJHO\DERXWSURFXUHPHQWFRQWUDFWVDQGFRVWWKHµ%¶SUHYDLOHG
teaching and learning were marginalized. Another major influence was that the schools in BSF re-
opened in the same educational climate of accountability, curriculum, timetables and assessment 
methodology as they had had in their old accommodation. Conflicting government policy streams 
only served to make this more evident.  Teacher and pupils assimilated their new environments and 
continued as before. 
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That is not to say the ICT did not have an impact; there were many positive outcomes ranging from a 
greatly reduced pupil to device ratios and multimedia lesson content readily available to all.  Pupils 
in particular were delighted (initially at least) with their new environments. Communication and the 
sharing of ideas and resources were the result of modern networks and systems that meant efficiencies 
for some and up to date information for most. 
Overall, classroom teachers had little capacity to transform their professional lives with the ICT 
provision, and there was no real pressure for them to do so given the unchanged nature of the 
structures of education within which they worked. Although many saw the potential of the new ICT, 
the opportunities to improve their skills were frustratingly lacking or not suited to their needs, 
consequently most incorporated the ICT into their classroom practice at a level with which they were 
comfortable. 
The cancellation of BSF in 2011 was one of the first acts of the new coalition government, although 
the schools included in this work had a managed ICT service that ran until August 2014. At the end of 
this contract schools were left with both expensive change and refresh costs that were likely to be a 
financial burden many could ill afford and so they were hindered in their ability to embrace newer 
technologies that might assist transformation.        
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Glossary 
BECTA British Educational Communication and Technology Agency. The government µTXDQJR¶FUHDWHGWRDGYLFHVFKRROVRQWKHXVHRI,&7LQVFKRROV, funded by the DfE 
BSF Building Schools for the Future; the name given to the British government's investment programme in secondary school buildings in England. 
MSP 
Managed Service Provider. The private company contracted to install and manage 
the ICT component of BSF, using the BSF capital and monthly revenue from 
schools.  
NGFL 
National Grid For Learning. Government-funded gateway to educational resources 
on the Internet. It featured many individually selected links to resources and 
materials deemed to be of high quality. The NGfL was specifically set up to 
support English schools; separate 'grids' were set up for schools in Northern 
Ireland, Scotland and Wales. 
NoF 
New Opportunities Fund. Paid for through lottery funding; training to raise the 
standard of pupils' achievements by increasing the expertise of serving teachers in 
the use of ICT in subject teaching. 
Ofcom 
The Office of Communication; the government-approved regulatory and 
competition authority for the broadcasting, telecommunications and postal 
industries of the United Kingdom. 
RaiseOnline 
Online document produced annually by DfE. Analyses individual school 
performance against national norms for all groups and sub-groups of children. 
Results are rated as in line with, above or below expected.  
PFI 
The Private Finance Initiative (PFI) was announced in the 1992 Autumn Statement 
with the aim of achieving closer partnerships between the public and private 
sectors. It was one of a range of policies introduced by the Conservative 
Government to increase the involvement of the private sector in the provision of 
public services. 
PfS Partnerships for Schools. Government quango set up to manage BSF.  
PPP 
Private Public Partnerships. The overarching description of public sector projects 
funded by a combination of private sector and government funding, PFI is a 
example.   
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1 Chapter 1: Introduction 
1.1 Political Context 
 
Building Schools for the Future (BSF), initiated by the New Labour Government in 2003 was aimed 
at delivering what they described as WKHµWUDQVIRUPDWLRQ¶RIWHDFKLng and learning, through the 
rebuilding of every secondary school in England and Wales. These new schools were to be of 
FRQWHPSRUDU\GHVLJQZLWKµOHDUQLQJHQYLURQPHQWV¶UHSODFLQJFODVVURRPVDQGEXLOWWRPHHWWKH 
supposed needs of 21st century students. The Information Communication and Technology (ICT) 1 
component of the initiative was to be key tRWKDWWUDQVIRUPDWLRQ,Iµ(GXFDWLRQ(GXFDWLRQ(GXFDWLRQ¶
ZDV1HZ/DERXU¶VPDQWUDWKHQ%6)ZDVWREHLWVWDQJLEOHPDQLIHVWDWLRQ7KHSURPLVHGIXQGLQJ
(£55bn) was unprecedented, the projected timescales short by any standard let alone for a project of 
this size and the expectations of its impact huge. 
Such was the political pressure for early success stories%6)ZDVWREHUROOHGRXWLQµWDYHV¶ZLWK
µWDYH¶LQFOXGLQJµ4XLFN:LQ¶VFKRROVWKDWFRXOGEHUHEXLOWRUUHIXUELVKHGZLWKLQ\HDUV0\RZQ
professional position placed me LQWKHSDWKRIWKLVµ:DYH¶DQGWKHH[SHFWDWLRQVRIDµ4XLFN:LQ¶ 
From 2005-2009 planning took place locally and nationally for further waves of BSF. However, even 
in its earliest days the programme became increasingly behind schedule as development continued, all 
be it with increased financial constraints and questions being asked about affordability.  
                                                     
 
1
 The following definition is taken from the guidance in the QCA Schemes of Work for ICT: "Information and 
communications technologies (ICT) are the computing and communications facilities and features that variously 
VXSSRUWWHDFKLQJOHDUQLQJDQGDUDQJHRIDFWLYLWLHVLQHGXFDWLRQ´ 
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2IWKHHLJKWVFKRROVLQRXU:DYH%6)SURJUDPPHUHIHUUHGWRKHUHDVµ7KH3DUWQHUVKLS¶), the 
average spend on ICT was £1.4m per institution. The expectations of Wave 1 of BSF investment were 
daunting, they required schools to procure an outsourced ICT component of the investment (in this 
Partnership a capital sum of £12m and a revenue stream  for the provider of £1m per year over the 5 
years of the contract), to a Managed Service Provider (MSP). I was appointed to join the working 
party tasked with drawing up the PDUWQHUVKLS¶V,&7VSHFLILFDWLRQDQGVHOHFWLQJWKHSURYLGHU (P1.2). 
Following the awarding of the contract I continued to work with the Partnership (P4.3) thanks to a 
two day per week secondment, to develop their relationship with the MSP, and in particular the use of 
the Learning Platform (or VLE). 
All of the schools in the programme are now at the end of their 5 year MSP contract and this work 
gathered data over that time. Since starting this work the political climate has changed significantly. 
One of the first acts of the incoming coalition government of 2010 was to cancel the BSF programme 
as part of their reduction in public spending. This was before many Wave 2 projects had got beyond 
the planning stage. 
 
1.2 Professional Reflection
 
My career started in 1975 in a totally technology free environment. A friend with whom I graduated studied 
computer science in a world of mainframes, punched cards and tapes. The OHP (Over Head Projector) was a 
FODVVURRPLQQRYDWLRQ2QHVFKRROYLGHRUHFRUGHUZLWKµ%HWDPD[¶WDSHVDUULYHGLQ:HERRNHGLWWR
watch recordings of a BBC educational broadcast (assuming the recording had worked). 
7KHVLQJOHµ&RPPRGRUH3HW¶ZDVWDNHQRXWRILWVER[LQNRIPHPRU\, a tape drive and a price tag of 
£800, on it we ran models of Mendelian Genetics, WKHUHVXOWVDQQRXQFHGE\DµEHHS¶7KHHPHUJLQJ
µPLFURFRPSXWHU¶RIWKH 1980s created the Sinclair range and the politically sensitive decision, considering the 
number of other private companies bidding for the contract,  WKDWDOORZHGWKH%%&WRPDUNHWLWVRZQµPLFUR¶
with a series of programs (of both the TV and computer variety) to support teaching and learning. Projecting 
sales of 12,000 they sold 1.5 million. We had two; they continued to run simulations, measure velocity and 
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calculate dietary requirements for over 15 years.  %\RXUILUVWWUXHµQHWZRUN¶ZDVLQVWDOOHGDQµRM 
Nimbus¶ suite of 24 computers running the first Microsoft Windows applications. I embraced every step of the 
technology evolution and have never doubted the potential of ICT to transform all aspects of our lives. As an 
µHDUO\DGRSWHU¶ERWKSURIHVVLRQDOO\DQGSULYDWHO\, from email and mobile phones to iPad, it would be at my 
desk that the first use of the latest technology was experienced by colleagues and friends alike.       
My own experience with ICT in teaching has therefore had a long gestation, from the very first data-logging 
PCs in science to embryonic classroom networks and the introduction of school Management Information 
Systems (MIS), my faith in the fact the computer technology can play a key role in all aspects of education 
remains undiminished. However, until BSF, the story has always been one of limited funding and in my 
opinion, poor vision within the education sector, unable to keep pace with technological advancement. 
Schools were always playing catch up or having to accept that the majority of what the business world could 
access, schools could not, largely through lack of capacity and investment. This, along with an embedded 
pedagogy that presented an inertia many reforms have (and still do) struggle to overcome will be explored in 
this work.  
Having progressed to school leadership it was my involvement with the Specialist Schools Trust (SST) 
movement that first introduced me to working with major central government initiatives. The Specialist 
Schools programme had a slow gestation but by 2003 any school that considered itself worthy of mention had 
to achieve a specialist status of some description. Obviously the £25,000 capital grant and £125 revenue per 
pupil per annum awarded directly to Specialist Schools was an incentive to seek the award. The Head and I 
wrote our application, we negotiated sponsorship and were successful in 2004. Evidence that all that work and 
investment has had an impact remains inconclusive (Taylor & Bradley, 2007). However, for us the money was 
to be welcomed, particularly in addressing the history of underfunding the previous 10 years had offered;  I 
planned to channel as much of it as possible into ICT infrastructure. $WWKHVDPHWLPHZHEHFDPHDµ*DWHZD\¶
for the new Diploma in Creative Media2 and I became responsible for the introduction of this qualification 
                                                     
 
2
 The Diploma of this design was withdrawn by QCA in 2011, only two cohorts successfully completed the course. 
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that was to be brokered by us across the city. The structure of this award was intended to break down existing 
curriculum and assessment structures allowing pupils the flexibility and independence to learn for themselves 
and demonstrate their progress in a number of ways. This curriculum innovation was supported by extra SST 
(Specialist Schools Trust) capital. 
   
David Milliband stood at my left shoulder waiting to make his entrance as a junior education minister and 
guest speaker at the SST conference in Hammersmith, 2005. We (myself and the Head Teacher) were there to 
be accepted into the SST family as our application to become a Specialist Performing and Visual Arts College 
had been accepted. The main content of his speech focused on the fact that he had to rush off to the House of 
Commons to launch the BSF programme. What the rest of the audience did not know was that 9 of our LA 
schools were about to be in µWave 1¶ of BSF and my Community School was the first school in the project. 
With a budget of £11.5m and £1.4m of that destined for ICT the SST funding became insignificant. 
Nominated by my school to sit on the BSF planning group, I am now the only surviving member of the first 
meeting in December 2006 (P1.2, P3.1) still working within the LA. As such I lived and breathed our BSF 
projects from an LA strategy level, through school leadership right down to (my own) classroom level. From 
day one, I represented schools at µ:D\)RUZDUG¶ meetings (P1.3) that monitored and guided the development 
of the ICT service. As the programme came to an end in 2014 I sourced alternative solutions and organized 
market testing seminars to help schools in their decision making. As Local Authority management structures 
are being dismantled, encouraging schools to become totally independent and seek their own support and 
advisory structures (my own school acquired academy status in November 2012) and as the LA begins to 
GHYHORSDVWUDWHJ\IRUDµ'LJLWDO&LW\¶WKH technology team at the City Council have turned to me for the input 
from the education sector.  
 This work then is a reflection on my 8 years of involvement in BSF from the first planning meetings (P1.2) to 
the end of the managed ICT contract in 2014 (P4.5-10).  
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1.3 Embryonic Study 
 
When I embarked on a survey (two years before this work was proposed) in order to assess the impact of the 
ICT component of our BSF investment I did not know it at the time that I was sowing the seeds of this work. I 
conducted the survey (P2) in 2007, just after our official BSF opening (see 3.4.1) and prior to the 
implementation of the managed service contract. The design included three main elements: 
1. Observations by Senior Leadership Team (SLT) members: This involved a visit to each department 
by a member of SLT, for 2 periods, one at each Key Stage. In each hour as many lessons as possible 
were visited and records made of ICT use on an agreed check list. 74 lessons were visited (P2.3). SLT 
members were also encouraged to visit the Independent Learning Centre (a large space, equipped with 
70 computers that supported independent study) and note their observations.  
2. Pupil Survey: A questionnaire issued and completed during a tutorial session. 757 pupil 
questionnaires were returned. (P2.2)  
3. Staff Survey: Also a questionnaire issued and completed during an INSET session. 52 teacher and 22 
support staff questionnaires were returned. (P2.1) 
 
The results were largely positive in respect of the impact of the ICT component although there was no attempt 
to identify or quantify the concept of transformation at that point. A full report, with suggested actions was 
produced and shared (P2.4). Teachers had coped with change and could see many advantages to the use of 
ICT, they had all been given a laptop with a comprehensive software installation; they had a desktop and 
interactive tablet in their own (and every other) teaching space. Two full time technicians and a teacher 
GHVLJQDWHGDV¶H/HDUQLQJ0DQJHU¶ZHUHDYDLODEle for support. A member of the Senior Leadership Team 
(myself) was to continue to develop the ICT strategy and oversee the operational management.  A new 
Management Information System (MIS) allowed for electronic registration access via the internet from any 
remote location, including home and all staff KDGDQHZµZHEPDLO¶DFFRXQW 
Consequently, the benefits noted initially were largely around procedures, processes and availability. Few 
found the ICT as yet having an impact on teaching pedagogy but most thRXJKWLWPDGHWKHPµPRUH
SURGXFWLYH¶LQWKDW,&7V\VWHPVDOORZHGIRUJUHDWHUHIILFLHQFLHVLQWKHXVHRIWKHLUWLPH&ROODERUDWLRQZLWK
colleagues was much easier and quicker; the use of email and shared computer storage all brought with them 
real time sharing and communication.  
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However, it was obvious there was a confidence divide within the teacher population. Many teachers were not 
reticent in expressing their feelings of being de-skilled, while pupils who were hugely positive about their new 
ICT rich enYLURQPHQWZHUHDEOHWRH[SODLQWKHLURZQREVHUYDWLRQVRIDUDQJHLQWHDFKHUV¶DELOLW\WRGHDOZLWK
WKHQHZWHFKQRORJLHV7KLVUHVXOWHGLQWKHGHVLJQRID&3'SURJUDPPHZLWKVHVVLRQVUXQE\µVFKRRO
FKDPSLRQV¶EDVHGRQVWDIIQHHG (P4.1). The initial programme ran for 2 years and evolved into a 
comprehensive CPD scheme. Although this work evolved from the earlier study, that was not its original 
intention and consequently its design was not totally suitable as a pilot study. However, as well as producing 
its own valid outcomes it did stimulate the thinking that lead me to this work and crucially it underlined for 
me the limits of  quantitative methods, as highlighted by Onwuegbuzie and Daniel (2003) and the need for 
more high quality qualitative data WKDWUHOLHVXSRQµreflexive analysis of values and interests and how they 
affect different  groups in society¶(Flyvbjerg, 2005, p.39). 
Much of what was contained in my report of 2007 mirrored the findings of the ICT Test Bed Project (Somekh 
et al., 2007) which is discussed in 2.1 below, but more importantly I felt motivated to develop my own 
research and this work is the result. Ten  years of my professional life was devoted to BSF.  My unique 
experience from within the project placed me, I hoped, in a position to reflect on the process and offer a 
critical reflection, an approach that has both support and value, according to Larrivee.  
µ&ULWLFDOUHIOHFWLRQLVQRWRQO\DZD\RIDSSURDFKLQJWHDFKLQJLWLVDZD\RIOLIH7KHPRUHWHDFKHUV
explore, the more they discover. The more they question, the more they access new rea lms of 
possibility. The path to developing as a critically reflective teacher cannot be prescr ibed with an 
LQWHUYHQWLRQIRUPXOD7KHURXWHFDQQRWEHSUHSODQQHGLWPXVWEHOLYHG¶ (2000, p.306). 
 
1.4 Rationale and Aims 
 
As we moved to the end of the first year in an open BSF organisation I was drawn back to the stated aim that 
teaching and learning ZRXOGEHµWUDQVIRUPHG¶ and the significant role ICT was predicted to play in that 
process. I wondered if Partnerships for Schools (PfS) had planned evidence gathering and research 
programmes to identify successes so as to inform IXWXUHµZDYHV¶$VLIP\WKRXJKWVZHUHEHLQJUHDG, I 
received a call (in 2007) from a PricewaterhouseCoopers¶ researcher asking me to take part in a study they 
werHFRQGXFWLQJRQEHKDOIRIWKH*RYHUQPHQWLQWRVFKRROV¶H[SHULHQFHs of BSF. The results were to be 
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published in the first of three µannual¶ reports (PricewaterhouseCoopers LLP, 2007). What struck me was they 
collected evidence at a largely strategic level; teachers and pupils experiences were hardly sought (see 3.2). 
This pattern was repeated in their next two reports (2008; 2010), I was the only person  interviewed in all 
three surveys, the last one by telephone. I felt there was a major omission in their methodology if this was the 
definitive instrument being used to assess the impact of BSF. Consequently, I decided to find out for myself 
by working with three schools from our µ:DYH¶SDUWQHUVKLS and ask the question; 
µ7RZKDWH[WHnt and in what ways has the investment in ICT during BSF transformed teaching and 
learning and what was the perspective of this from the three main stakeholder groups; those leading, 
WKRVHWHDFKLQJDQGWKRVHOHDUQLQJ¶" 
 
Therefore I embarked on this study to support my own reflections and acquire sufficient data to compare the 
hopes and aspiration of Head Teachers, made explicit in the vision statement (P1.1) that all schools were 
required to submit to PfS, with the lived experience of pupils and teachers and add this to my own personal 
experience.  At the planning stage it was expected that my contribution would be to help future developments 
(i.e. Wave 2 and 3 in my own Local Authority) learn from the experience of µWave 1¶ and improve their 
chance of true transformation. The cancellation of the BSF programme undermined that possibility, so much 
so that not continuing with this work was an option I considered. However, without the bureaucracy and 
external controls of BSF, schools wishing to use ICT to transform teaching and learning are now forced to 
become increasingly autonomous in their approach. The findings of this work will therefore I believe, be 
valuable to individual institutions as central (and indeed) local government withdraw their support to schools 
and expects them to be autonomous organisations.  
In 2011 Mahoney et al reflected that µWKHSURJUDPPH%6)LVVXIILFLHQWO\DGYDQFHGIRUVHULRXVUHVHDUFKWREH
ERWKSRVVLEOHDQGHVVHQWLDO¶(2011, p.356) and Burke reaches the conclusion that her research;  
µVXJJHVWVWKDWFXUUHQWHIIRUWVWRYLVXDOL]HVFKRROVDVWUDQVIRUPDWLRQDODQGWUDQVIRUPHGOHDUQLQJ
environments might profit from the notion of prosopography in the sense that it may help our  
understanding of contemporary networks that are engaged in constructing a common vision of school 
for the twenty-ILUVWFHQWXU\¶. (Burke, 2010, p.78) 
It is my intention that this work, a combination of research and reflections on my own experiences, will add to 
the debate. My original intention was make a significant contribution to future waves of BSF.  That 
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opportunity having been removed, I have since channelled my energies into supporting schools who, without 
the support of an LA or government agencies, begin to develop their next phase of education technologies. On 
a wider scale I feel my reflections on the implementation of a central government policy, through my roles at 
regional strategy level, school senior leadership and classroom teacher, can add to the evidence base that will 
guide future strategies.     
1.5 What is Transformation in an Education Context? 
 
x To change the form of; to change into another shape or form; to metamorphose. 
x To change in character or condition; to alter in function or nature. 
x To undergo a change of form or nature; to change. 
             (OED, 2014) 
 
*HQHULFGLFWLRQDU\GHILQLWLRQVUHIHUWRµUDGLFDOFKDQJH¶EXWDUHRQO\VSHFLILFLQPDWKHPatical and genetics 
context (along with those of Victorian theatre stage design).  The business world seems clearer in its 
understanding and provides a framework that could with hindsight, have helped BSF, particularly as schools 
are increasingly being asked to embrace commercial ideology. Transformation here is defined as a 
fundamental change to the way business operates, be it a change in appearance from the customer perspective, 
a change in the shape of what the business should do or a change in the form of the way in which the business 
works by embracing new organizational structures, skills process and technology. Draper et al summarise the 
problematic nature of applying the concept of transformation to an educational context as they reflect on the 
expected impact of the introduction of VLEs and illustrate the dilemma when the term is used in a simplistic 
way: 
"Transformation" is a rhetorical, not an objective, term used by those wishing to draw attention to the 
large size and rapid pace of some change. We have examples where there seems to be vivid 
transformative change, but on closer inspection, not: whether a fashion change in hair  colour (same 
old heads underneath) or a required policy of teaching with VLEs yet in fact only lectures slides are 
mounted in it. However similarly we have seen cases of real change (mobile phones, e-journals on the 
web) where the users (unlike the providers) seldom say their life has changed: they just use what is 
there. Transformation is a perception, and stakeholders seldom share it. (2006, p.1) 
Despite having repeatedly stated transformation in its aims, Partnerships for Schools (PfS) did not try and 
offer advice about transformation from their perspective until late in 2008, which was nearer to their demise 
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than inception (Partnerships for Schools, 2008). There is little practical detail, although as Figure 1 illustrates 
they do accept a difference from, but connection between, the building and education strands of BSF and in 
doing so they appear to anticipate two different aspects to transformation.   
 
 
There are two interesting observations to be made here. Firstly the educational strand is clearly linked to 
µ5DLVHGDWWDLQPHQW¶DQGVHFRQGO\DTXLWHH[SOLFLWUHIHUHQFHWRFKDQJHDQGPRUHLPSRUWDQWO\µFKDQJLQJ
SHGDJRJ\DQGRUJDQLVDWLRQ¶%RWKRIWKHVHLVVXHVZLOOEHFRPHWKHPHVWKURXJKRXWWKLVZRUN 
 
,QKLVLQWURGXFWLRQWRDµ)XWXUH/DE¶UHSRUWRQ%6)/RUG'DYLG3XWQDPSoints out: 
µThe language of transformation pervades all the main policy documents that introduced the (BSF) 
programmes. Whether transforming services to support the delivery of the Every Child Ma tters 
agenda and tKH&KLOGUHQ¶V3ODQRUWRHPEHGDQHZDSSURDFKWROHDUQLQJDQGLWVRUJDQLVDWLRQ
through personalisation, the underpinning policies call for significant systemic change¶(Putnam, 
2008, p.3). 
In doing so he emphasises the rhetoric of transformation pervasive in BSF literature and expresses his opinion 
that changes need to be deeper and more systemic than BSF had considered. In the same report, Rudd expands 
on this need for systemic change and gives a more detailed expectation than can be found in the whole of the 
Figure 1: Planning for Transformation (PFS) 
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output from PfS, focusing particularly on his view of how a move to learning communities might be 
transformational; 
 
µWe can only really say transformation will have been achieved if we see marked changes in 
approaches to learning, teaching practices, relationships and school organisation; when we see a  
IXQGDPHQWDOVKLIWDZD\IURPZKDWPLJKWEHGHVFULEHGDVVFKRROVDVµOHDUQHGLQVWLWXWLRQV¶WRWKH
GHYHORSPHQWRIµOHDUQLQJFRPPXQLWLHV¶ZKHUHZKat is learnt, by whom, when, who with and how 
becomes more fluid, emergent and evolves based on need and opportunity¶.(Rudd, 2008, p.5) 
 
,QKLVZRUNµPedagogy of the Oppressed¶Freire takes this further when he see education either controlling or 
liberating, depending upon whether the state or the individual are at the centre.  
µ(GXFDWLRQHLWKHUIXQFWLRQVDVDQLQVWUXPHQWWKDWLVXVHGWRIDFLOLWDWHWKHLQWHJUDWLRQRIWKH\RXQJHU
generation into the logic of the present system and bring about conformity to it, or it becomes "the 
practice of freedom," the means by which men and women deal critically and creatively with reality 
DQGGLVFRYHUKRZWRSDUWLFLSDWHLQWKHWUDQVIRUPDWLRQRIWKHLUZRUOG¶ (2000, p.34) 
It could also be accepted that LIVFKRROVDUHµDFRPSOH[HFRV\VWHP¶(Rudd, 2008) the true definition of 
transformation in this context would be developed and defined as the BSF programme matured. As Potter 
wrote, µ7KHZRUOG«LVFRQVWUXFWHGLQRQHZD\RUDQRWKHUDVSHRSOHWDONLWZULWHLWDQGDUJXHLW¶ (1996, p.98). 
Having opted to explore the explicit aim of BSF to transform with ICT as a major change agent I found 
myself beginning this work with the concept of transformation: 
x not being clearly defined, at least in an educational context 
x when defined, that definition being very context specific 
x never explored in detail or as an outcome 
x not differentiated from the rhetoric of change 
Consequently, with no consensus about what exactly was expected, the next chapter opens with a more 
detailed exploration of the literature relating to transformation, ICT and teaching and learning. 
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2 Chapter 2: Literature Review 
The literature supporting and influencing this work falls into five broad categories:  
2.1 Transformation, ICT and Teaching and Learning 
2.2 Government Policy 
2.3 The Marketisation and Commercialisation of Education 
 
2.4 Theories of learning 
2.5 Teachers Professional Development 
 
Although there is some overlap (particularly with the area of policy making), it is these concepts that have 
influenced the design of this study. As is to be expected, the bulk of this section relates to ICT and how this 
might lead to transformation of teaching and learning. As BSF was a Central Government policy it is 
important to explore its evolution in the context of the political backdrop.  Another major influence within 
BSF was the involvement of the private sector and so it is necessary to explore this factor. It is, I believe 
important to include current thinking on how learning takes place if it is to be transformed and in what way.  
My earlier work and the new evidence gathered here indicated the primary importance of how much the 
teaching workforce had the capacity to embrace change. Consequently the evidence of how effective the CPD 
(Continuing Professional Development) relating to the use of ICT has been and how BSF responded to this is 
significant.  
2.1 Transformation, ICT and Teaching and Learning 
 
The new electronic information communication technologies emerging at the end of the 20 th Century were 
about to change our lives dramatically, possibly more so than anyone could have imagined (Edwards, 2012, 
p.2). By the end of the first decade of the new century, cheap and powerful processing power and its 
associated electronic devices had become part of everyday life. Ofcom (2011) report we became µ$1DWLRn 
$GGLFWHGWR6PDUWSKRQHV¶ and a whole host of other digital technology (p340).  Similar conclusions are to be 
found by the International Telecommunication Union (ITU); they note that internet use grew to be the norm 
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rather than the exception in daily life (Figure 2). By 2011 25% of the population of the UK accessed 
broadband solely from a device other than a desktop or laptop computer (2011).  
 
Figure 2: ITU Report on Telecommunication 
Common activities (including learning) and objects acquired µH¶RUµL¶DVDSUHIL[FRPPRQ functions (even 
reality) could EHµYLUWXDO¶EXVLQHVVwas DOOµFRP¶DQGSHRSOHDQGSODFHVbecame µ#¶LIWKH\ZDQWed to be 
anywhere. 0RRUH¶V/DZ3 (Intel, 2011), is readily used by the popular press (Strickland, 2015) to illustrate how 
PXFKPRUHFRPSXWHUWHFKQRORJ\FDQRIIHULQµEDQJVIRUEXFNV¶WHUPV resulting in computers, infrastructure, 
and devices making technology more an everyday feature of the lives of individuals in every aspect of what 
they do.  Amazon, iTunes, On-line Banking, Smart Phones, Google, Skype, eBooks, Twitter, Facebook and 
µ7KH&ORXG¶DUHMXVWDIHZLQQRYDWLRQVWKDWFRXOGHDVLO\stand up to being described as transformational in 
their own way. Put them all together and ICT can be credited with changing many facets of society beyond 
recognition. 7KLVGUDZV%LMNHUWRFRPPHQWWKDWµSocial order in modern society can only be explained by 
UHIHUHQFHWRWHFKQRORJ\¶ (2010, p.72).  Consequently, radical change to all human activity, much of it 
transformational, has been inevitable (Woolgar, 2002) and will continue to be so as we all learn to live in the 
µLQIRVSKHUH¶; as long as the batteries last (Floridi, 2007). 
                                                     
 
3
 Moore's law describes a long-term trend in the history of computing hardware whereby the number of transistors that 
can be placed inexpensively on an integrated circuit, and with it associated processing power, doubles approximately 
every two years. 
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Some of this transformation can be viewed as positive, particularly where it can break down international 
inequalities, tKHVRFDOOHGµ$UDE6SULQJ¶RIDQGLWVGUDPDWLF(if short lived) effect on international politics 
were laUJHO\RUFKHVWUDWHGµRQ-line¶DQGQRWZLWKRXWLQQRFHQWFDVXDOWLHV. No better illustration can be found 
than that of the social unrest of August 2011. Closer to home, what started as a peaceful protest at the shooting 
by police of Mark Duggan, escalated into looting and lawlessness on an unprecedented scale in many of 
(QJODQG¶VPDMRUFLWLHVWKDWODVWHGIRUWKUHHGD\V7KHIDFW that the police found their normal method of 
controlling these situations ineffective was put down to the prevalence for gang leaders to use freely available 
encrypted social networking systems to communicate and organize themselves unlike any previous situation, 
exposing the lack of law enforcement agencies capacity to deal with the power of new technologies. So sadly, 
not all of the impact of ICT is welcomed when put to criminal use (Cooper, 2010, p.1). Similarly, the rise of 
µJOREDOO\QHWZRUNHGFDSLWDOLVP¶(Selwyn, 2013, p.29; Fuchs, 2012) is not always welcomed as illustrated by, 
for example, the seeming ability for large international organization to avoid taxation (BBC, 2012). 
Ganes observes µ,WZRXOGVHHPWRPHWKDWLQWHUQHW-related technologies have directly altered the patterning of 
HYHU\GD\OLIH¶ (2005, p.475) and reflecting on this Selwyn suggests µthe development of digital technology 
represents a distinctly new and improved set of social arrangements in relation to proceeding pre-digital 
WLPHV¶in what he calls µGLJLWDOPHGLDWLRQ¶(2010, p.7). He adds education as being one of the most µVLJQLILFDQW
VLWHVRIUHFRQILJXUDWLRQ¶ and observes that µfor many people the primary concerns of education as resonating 
especially closely with those of digital technology (p.8) thus highlighting the potential of the impact 
technology could have on the structure and organization of  education.   
 Rhetoric or Reality 
As a key function of modern society, education has obviously not been able to avoid being caught up in this 
technological revolution. As Edwards reflects µ7RGD\WKHUHDUHIHZDVSHFWVRIWHDFKLQJDQGOHDUQLQJWKDWDUH
IUHHIURPWKHLQIOXHQFHRIWHFKQRORJ\LQVRPHIRUPRURWKHU¶ (2012, p.1). 
It is unsurprising therefore that writing about the  potential of technology to impact on education policy and 
practice was identified as soon as the computer technology was available (Singer & Phelps, 1982). From the 
late 80s onwards devices and prices became sufficiently accessible for schools to begin to invest. As their use 
increased the expectation of impact grew from being a tool for teaching individual tasks to one of the potential 
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of the now much talked about transformation of teaching and learning. However, move forward 20 years to 
2006 and there is confusion as to exactly what transformation brought about by ICT in a teaching and learning 
context would look like, with the rhetoric being more embedded in the literature than was the reality within 
the classroom. At the time BSF was being established, observations from two authors only serve to underline 
the over use of transformation rhetoric;  
 
µThe word µtransformation¶ is frequently used in connection with modern educational change, 
particularly ZKHQVXFKFKDQJHLQYROYHVQHZWHFKQRORJLHVDQGHGXFDWLRQIRUWKHµLQIRUmation society'. 
However, closer examination reveals that transformation as a descriptor of change is used in ways 
which are at best multifarious, are often unclear and inconsistent, and are sometimes unwarranted¶ 
(Fisher, 2006, p.293) 
and 
µEducation is on the brink of being transformed through learning technologies; however, it has been 
on that brink for some decades now¶. (Laurillard, 2008) 
Despite this uncertainty, transformation features heavily in all the Government output associated with BSF 
(Partnerships for Schools, 2008). Two quangos, British Educational Communications and Technology Agency 
(BECTA) and Partnerships for Schools (PfS), are (or were as they were both dissolved in 2011) the main 
conduits for policy delivery and monitoring of the ICT element of BSF. Over time I believe, the use of the 
WHUPµWUDQVIRUPDWLRQ¶ has simply become part of policy rhetoric that only serves to underline the ambiguity of 
its meaning. This view is supported by Hargreaves when he write; 
µTransformation has recently become the language of educational policymakers in England and other 
places. They seem very comfortable with the term though I am not sure they know what they are 
talking about. When virtually every development is allegedly transformative, it is vital to ask what the 
term really means.  For transformation has to mean more than just continuing improvement if it is to 
be more than a rhetorical device for selling the latest educational initiative. Transformation implies a 
profound or fundamental change, a metamorphosis that involves some radical innovation, not just 
incremental innovation. The difference is LPSRUWDQW¶(2003) 
 
No matter how often some reports (Becta, 2006; Conde, 2009; Crook et al., 2010) extolled the virtue of ICT as 
the magic bullet that could revolutionize years of traditional pedagogy  they have difficulty, in gathering 
reliable data, in fact Buckingham suggest it is easier to see negative outcomes; 
µ6XFKSUHGLFWLRQVDERXWWKHWUDQVIRUPDWLYHSRWHQWLDORIWHFKQRORJ\KDYHDYHU\ORQJKLVWRU\QRWMXVW 
in education; and in retrospect, it is easy to see how they haYHODUJHO\IDLOHGWRFRPHWUXH¶
(Buckingham, 2005, p.1) 
 
In looking for evidence of the anticipated impact of computers in education, the title and conclusions of Larry 
&XEDQ¶VVWXG\µ2YHUVROGDQG8QGHUXVHG&RPSXWHUVLQWKH&ODVVURRP¶ offer a skeptical view (2003). Higgins 
Page 15 
 
  
records the impact of ICT only µSURGXFLQJUHODWLYHO\VPDOOLPSURYHPHQW¶ while other strategic changes,  such 
as peer tutoring and reciprocal teaching he suggests  KDYHµJUHDWHUWKDQDYHUDJHLPSDFW¶ (2003, p.5). 
Unsurprisingly then tKHJDSEHWZHHQKRSHVDQGUHDOLW\RI,&7LPSDFWKDYHEHHQGHVFULEHGDVµRSWLPLVWLF-
UKHWRULF¶(Reynolds et al., 2003) with a sense of lack of impact despite investment (Somekh, 2004). Time and 
time again authors warn policy makers of the dangers inherent in the simplistic assumption that spending on 
equipment will equate to change (McCormick & Scrimshaw, 2001). 
So, a significant amount of the research evidence around the use of ICT reports conflict between reality and 
rhetoric, Gleaves refers to this as a µVWDUNFRQWUDVW¶ (2001). When Williams noted, µ7KHYDOXHRI,&7LQ
WHDFKLQJDQGOHDUQLQJKDVEHHQDVXEMHFWRIFRQWHQWLRQIRUVRPHWLPH¶ (2000, p.307), he encapsulated the 
contradictions in the published evidence to that point. His own research asked questions of ICT use that would 
sound naive today. Indeed the quality and reliability of research into ICT and education had come constantly 
into question (Cox & Marshall, 2007). The United Kingdom Research Assessment Exercise of 2001 (RAE, 
2001) had, as reported by Underwood in a review of 2004, highlighted µVRPHFRQFHUQVDERXWWKHTXDOity of 
UHVHDUFKLQWRWKHHGXFDWLRQDOXVHRILQIRUPDWLRQFRPPXQLFDWLRQWHFKQRORJ\¶ (Underwood, 2004, p.135).  
Barriers to the successful use of ICT are often identified and are explored in a significant proportion of the 
literature, although much of it focuses at teacher level rather than the systemic (Bingimlas, 2009). Indeed a 
BECTA review of the research into these perceived barriers (Jones, 2004) only comes out with perceived 
blocks at two levels; teacher and school. It fails to acknowledge anything structural to do with, for example, 
the curriculum or assessment methodology. This I think illustrates a problem with the reliance of policy 
makers on large scale generalised studies that miss the detail that can be provided by individual research 
project that gather context specific evidence, evidence that may have some answers, lost in the aggregation or 
generalisation RIµVXPPDULHV¶ 
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 Links with Attainment Outcomes 
A thread does begin to develop in matching ICT rich schools with improving attainment outcomes. The 
collecting and analysis of such data (such as GCSE point score) is well established and readily available from 
VFKRROV¶5DLVH2QOLQHReporting and Analysis for Improvement through School Self-Evaluation) document. 
Having invested £34m between 2002 and 2006 on the ICT Test Bed Project, the final report (Somekh et al., 
2007) reports many positive findings. 6LJQLILFDQWO\WKHILUVWµNH\ILQGLQJ¶µas technology was embedded, 
VFKRROV¶QDWLRQDOWHVWRXWFRPHVLPSURYHGEH\RQGH[SHFWDWLRQV¶links success to established examination 
measures; interestingly they note this is truer of the primary than secondary sector. Their final observation on 
teaching and learning: µSome changes to teaching and learning strategies were inhibited by tensions between 
the priorities of different government policies and agencies with regard to ICT¶ (2007, p.5) is particularly 
significant and will be discussed further in section 2.2 below. 
 
The BECTA review of 2005 included signs of doubt about impact on attainment; 
µ7KHUHLVDJURZLQJERG\RIHYLGHQFHUHODWLQJWRWKHSRVLWive impact of ICT on learner attainment and 
other outcomes, but we need to develop further our understanding of effective ICT pedagogies and 
KRZWKH\FDQEHVXSSRUWHG¶, 
and alludes to what might be the real issue, 
µ7KHUHLVHYLGHQFHWKDWKLJK-quality educational (ICT) content enables the realisation of learner 
attainment gains, but only if accompanied by pedagogically informed practice.  (Hunt et al., 2005, 
p.4) 
 
However, trying to closely tie the use of technology to improved measurable outcomes is rarely attempted, at 
least when supported by real data. The BECTA review cites 49 references, almost all of which come from 
themselves; work, as Convery brings to our attention, they or other government agencies have commissioned, 
µ)RUH[DPSOHWKH8.JRYHUQPHQWKDVLQYHVWHGKHDYLO\LQ,&7DQGKDVHVWDEOLVKHGDSDUWQHUWR
promote the use of technology in education. BECTA tend to commission research that is conducted by 
those who enjoy a fundamental familiarity with the ICT world, and whose prior technology research 
KDVEHHQVKRZQWRPHHWWKHLUQHHGV¶(2009, p.39) 
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thus supporting my observations that the quality of the research used to report on the impact of ICT is far from 
robust, reliable or even valid.  
 Where is the evidence? 
If BSF was to use ICT as a primary  tool in its quest for transformation, one key question would be how much 
notice was to be taken of the research evidence, a point discussed by Sutherland who also makes reference to 
other key issue addressed in this work; the lack of evidence based policy making (see 2.3) and the nature of 
learning (see 2.4). 
µ5HVHDUFKKDVQRWV\VWHPDWLFDOO\EHHQGUDZQXSRQE\SROLF\PDNHUs when developing curricula and 
guidelines for teachers on how to use ICT in the classroom. There is a tendency to think that ICT is so 
µQHZ¶WKDWLWVXVHZLOOEHDFFRPSDQLHGE\µQHZ¶SHGDJRJLHVWKDWZLOOVRPHKRZWUDQVIRUPWHDFKLQJ
and learning. This utopian vision often leads policy makers and practitioners to ignore general 
theoretical perspectives about teaching and learning, which in our view are central to all learning, 
ZLWKRUZLWKRXW,&7¶ (Sutherland, Armstrong, et al., 2004, p.413) 
Wider reading shows that the views in the literature are split as to whether ICT is or is not the 
transformational tool it had been expected to be, despite the seemingly obvious assumption that it must 
(Reynolds et al., 2003). Warnings were also sounded about the risks in assuming that ICT would make a 
difference simply because it was new, there and in use in some shape or form (Okan, 2003; National Audit 
Office, 2009). A considerable amount of the evidence for the (successful) use of ICT in teaching and learning 
comes from relatively small scale finite projects such as PELRS (2004; 2006), often carried out by 
enthusiastic innovators (Cogill, 2003). Transformation is a theme that is explored as an outcome but 
limitations on its success are clear, referring to a need for more fundamental changes than simple investment 
can offer. 
µ1HYHUWKHOHVV3(/56ZRUNKDVDOVRVKRZQWKDWWUDQVIRUPDWLYHOHDUQLQJUHTXLUHVDPRUH
fundamental transformation of the structures of schooling than is possible by means of innovative 
work by teachers and pupils onl\¶ (Pearson & Somekh, 2006, p.537). 
 
 
7KHµVWUXFWXUHRIVFKRROLQJ¶LVDNH\LVsue in this work and will feature heavily in both its observations and 
findings. 
Sutherland et al (2004) looked to investigate the dissemination of good practice in the use of ICT as a teaching 
and learning tool, particularly in (QJOLVKDQGPDWKHPDWLFVµ7UDQVIRUPLQJWHDFKLQJ¶ZKLOHH[SOLFLWLQWKHWLWOHV
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of some of the resulting publications (Sutherland, 2004), is hardly mentioned in the text, and then only with 
WKHFDYHDWRIµVRPHKRZ¶RUDVSDUWRIµFRPSOH[¶V\VWHPVDWEHVW(2004, p.413) with ICT as an enabler; 
µHumans are expert at creating tools to transform practices and knowledge. ICTs are part of this 
creative production. Knowing how to use these tools to transform learning in schools is not so 
straightforward¶(p.424). 
(YHQZKHQVXFFHVVHVDUHUHFRUGHGFODVKHVZLWKJRYHUQPHQWLPSRVHGµ1DWLRQDO6WUDWHJLHV¶DQGWKHODFNRI
real evidence of the contribution ICT was making were also part of the findings. In particular the all-important 
µFRQWH[W¶ZDVIRXQGWREHWKHNH\(Triggs, 2004).  
Two publications from the eastern hemisphere illustrate the search for understanding of the growing potential 
of ICT was not confined to the UK.  A comprehensive review, undertaken in Australia, of the international 
evidence (Newhouse, 2002) warns of the need to understand the complex (and unproven) link between 
improved learning and ICT, while in Hong Kong, although seeing positive signs to justify recent investment 
and reform, Lee still asks questions similar to his western counterparts (2010). 
So, the lack of independent, peer assessed research is, in my view, stark. When the look for quantifiable 
outcomes of the impact ICT has on teaching and learning was given serious thought, respected researchers 
found flaws in the reliability of the data (Harrison et al., 2004),  indeed the very nature of research design and 
the conflict between types of data was also brought into question (Gardner & Galanouli, 2004). The 
µRSWLPLVWLF-UKHWRULF¶LVDJDLQFLWHGE\1LFKRODV it finds its way WREHFRPLQJIDFWWKURXJKµIODZHGUHVHDUFK¶
(Nichol & Watson, 2003).  
.One inherent problem in the literature is, I believe, that the small studies report on what is often detailed 
classroom practice that can get to the heart of teaching and learning, an insight lost in the large summative 
papers; yet it is the latter that seems to gain most attention, particularly at strategy level.    
 Issues of Pedagogy and Structure 
Even before the new millennium began, Seymour Papert, a respected American commentator on new 
technology in education argued that transformation (he uses the term diversity) will only be possible if µwe 
break away from the idea that the computer is there to serve an already antiquatHGFXUULFXOXP¶ (1999, p.1) 
indicating that the clash between the agendas of accountability and transformation was being well documented 
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on both sides of the Atlantic at an early stage.  While new technologies were developing at a pace that were 
transforming many aspects of life, the reluctance to set schools free from compliance to performance 
indicators with increasing state control, was if anything causing pedagogy to retrench (Williams, 2005). 
School leaders will be reluctant to make a change in pedagogy on a large scale if quantifiable outcomes are 
perceived to be threatened. Coupled to that is the embedded school organisation and pedagogy of almost 
Victorian design (Gillen et al., 2007).  
So no matter how much central government heralded their reforms as transformational (Office of Public 
Service Reform, 2002), the irony is that the associated target and accountability systems may have  reduced 
the potential for success (Wallace, 2008). This is not a new observation as even before the technology 
explosion of the 21st Century the potential impact of ICT in schools was seen as needing to be part of a bigger 
educational picture. As early as 1995, it was poLQWHGRXWWKDW,&7ZDVQRµVLOYHU EXOOHW¶EXWQHHGHGWREHSDUW
RIDµFRKHUHQWVFKRROZLGHDJHQGD¶(Means et al., 1995, p.69). Government commissioned research noted 
when and how ICT was (and was not) motivational (Passey et al., 2004) and argued the need for proper 
integration into learning processes. For new technologies to make a difference they need to be employed 
where student, teacher, school, leadership and pedagogy all work together to facilitate change (McCormick & 
Scrimshaw, 2001; García-Valcarcel, 2010), and be designed to support learning; such convergent scenarios 
are hard to find, particularly in the secondary sector. 
 
Although I have painted quite a sceptical picture so far, there are many examples of positive effects of ICT to 
be found in research literature. In their review of pedagogy related to ICT, Webb and Cox (2004) report  the 
PRVWVXFFHVVLQ,&7HQDEOLQJDSRVLWLYHFKDQJHLQWHDFKHUV¶SUDFWLFHZDVZKHQWKH\DOORZOHDUQLQJWREH
SXSLOFHQWUHGZKHUHWKHOHDUQHUV¶LQGHSHQGHQFHLVIDcilitated. Bottino makes even grander claims when he 
says µ,&7WRROVFDQLQIOXHQFHDQGWUDQVIRUPOHDUQLQJE\IXQGDPHQWDOO\FKDQJLQJWKHZD\LQZKLFKDFRQWHQW
FDQEHWDXJKWDQGOHDUQW¶(2004, p.566) and is supported by Sutherland in his observation that ICT can provide 
WKHFUHDWLYHWRROVWRµWUDQVIRUPSUDFWLFHVDQGNQRZOHGJH¶(2004). 
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 Comparable Projects  
In looking for an example of a central government initiative comparable with BSF, the story of the 
introduction of Interactive White Boards (IWBs) into British classrooms does, I believe, serve the purpose. 
The literature published as a result shows how it mirrors all of the tensions explored in this work. Late in 2002 
Charles Clarke, the newly appointed Secretary of State for Education (he moved to be Home Secretary in 
1RYHPEHUVWDWHGµEvery school of the future will have an interactive whiteboard in every classroom, 
technology has already revolutionised lHDUQLQJ¶ (Arnott, 2004). Perhaps he failed to notice that much of the 
evidence for this claim was not peer-UHYLHZHGDQGµRIWHQVSRQVRUHGE\WKHPDQXIDFWXUHURIWKHHTXLSPHQW¶
(Higgins et al., 2007, p.218). This initiated a national pilot to install IWBs into 200 classrooms in 80 primary 
schools in 6 local authorities in England; their use was to be targeted at the National Literacy and Numeracy 
Strategy. If the stated aim of the National Strategies was to raise attainment in English and mathematics, then 
by default the success (or failure) of the IWB initiative would be judged by its impact on KS2 test results. The 
potential for evaluative studies was huge and the literature output reflected this. A Europe wide summary on 
the impact of ICT in schools was carried out in 2006, with Dµpredominance of UK research ¶ (Balanskat et al., 
2006, p.55)  WKDWREVHUYHGµIn terms of evidence of ICT  impact UK studLHVSURYLGHWKHULFKHVWSLFWXUH¶ 
(2006, p.18); studies into IWB use dominate. Among the work reviewed is a summary of the impact of the 
IWB initiative in which Higgins notes that µVKRUWDQGPHGLXPWHUPLQGLFDWRUVZHUHSRVLWLYH¶ (in Thomas & 
Schmid, 2010, p.97) although he finds only scant evidence of improvement in attainment, none of which is 
maintained over time. Remarkably, in  the European review this is translated as µRYHUDOOWKHHYLGHQFHEDVH
(actual and perceived) shows ICT has a positive impact on attainment levels DQGVXEMHFWUHODWHGSHUIRUPDQFH¶
(2006, p.56). PerhDSVWKHNH\ZRUGLVµSHUFHLYHG¶DVPXFKRIWKH evidence reports positivity from both 
teachers and learners about their engagement with the new technology (Thomas & Schmid, 2010b, p.97; 
Gillen et al., 2007) . That is not to say ICT could not have an impact on those basic outcomes, following the 
publication of the ImpaCT2 study (Somekh et al., 2002) Harrison et al did produce empirical evidence of a 
positive correlation between ICT use and attainment;   
µ,WKDVWREHDFNQRZOHGJHGWKDWWKHRYHUDOOOHYHORIXVDJHRI,&7ZDVORZHUWKDQVRPHDQDO\VWVPD\
have wished to be the case, but it is nevertheless clear that statistically significant findings were found 
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positively associating higher levels of ICT and school achievement at each KS, and in English, Maths, 
6FLHQFH0RGHUQ)RUHLJQ/DQJXDJHVDQG'HVLJQ7HFKQRORJ\¶. (2004, p.336) 
Indeed, Hartley points out that the literature almost exclusively reports success stories with the use of ICT 
(2007, p.56), but does find a collection of less positive papers in The British Journal of Educational 
Technology, Vol. 36 issue 4 from July 2005. 
As mentioned above, most of the evidence comes from small scale projects and at the micro level. When 
research looked at individual classrooms, it became obvious that the technology was not the key issue. 
Goodison compared two classes (and therefore teachers) with identical technology, in the same school and 
was able to describe how IWB use both supported and hindered learning (2003) depending largely upon the 
teacher by whose hands it was deployed, thus indicating context is all. In the Futurelab report on IWB use 
Rudd (2007, p.11) comes to similar conclusions and cites a report on the London Challenge IWB initiative 
(Moss et al., 2007) that suggest µWKHWHDFKLQJSURIHVVLRQVKRXOGHQJDJHLQDEURDGHUGLVFXVVLRQDVWRWKHZD\
LQZKLFK,:%VFDQEHXVHGWRH[WHQGDQGWUDQVIRUPH[LVWLQJSUDFWLFH¶ Helpfully, in the same document Rudd 
does offer a definition of transformation:  
µ«which is ZKHUHWKHWHFKQRORJ\LVXVHGWRµDGGYDOXH¶WRWKHZKROHOHDUQLQJSURFHVV7HDFKHUVXVH
and create a range of other resources that enhance the learning process through a more enquiry-
based approach, with learners becoming centrally involved in its use and where they actively 
FRQVWUXFWNQRZOHGJHWKURXJKLQWHUDFWLRQ¶ (2007, p.5) 
This contrast with observations (I offer three here) on the use IWBs that turn them into nothing more than 
ZKDW,KDYHUHIHUUHGWRDVµ3D\ Attention Technology¶. 
µ,QIDFWVRPHZRXOGFODLPWKDWSXSLOV¶DFWLYHLQYROYHPHQWZLWKWKHERDUGGXULQJZKROH-class teaching 
reduces the pace of the lesson and can cause boredom¶. (Smith et al., 2005, p.95) 
µLearners are expected to sit still and to be captivated by lessons that involve very little of their 
proficient language¶. (Brand, 2010, p.114) 
 µ«they can also reinforce traditional approaches to learning and teaching¶. (Edwards, 2012, p.93) 
Interactive White Boards were one of, if not the technology around which classrooms (or learning spaces) 
were designed and constructed. Given that the schools involved in BSF already had IWBs installed in most 
classrooms in their ROGEXLOGLQJWKLVVXSSRUWVP\REVHUYDWLRQWKDW%6)ZDVVLPSO\µXSGDWLQJWKHSUHVHQW¶DQG
asks the question of how much thought was given to the µ)¶LQ%6)  
 
Page 22 
 
  
 
 Was the Technology Provided by BSF Right? 
The root of the above observation lies in the fact that ,QWHUDFWLYH:KLWH%RDUGVDORQJZLWKRWKHUµHGXFDWLRQDO
WHFKQRORJLHV¶ (e.g. PowerePoint) (Selwyn, 2013, p.6) have their developmental origins far from the classroom; 
WKH\KDYHEHHQLPSRUWHGDQGDUHQRPRUHWKDQµSUHWHQG¶µfabricated¶ DQGµLQDXWKHQWLF¶PDQLIHVWDWLRQVRI
applications and devices first seen in the world of business and commerce (Bigum & Rowan, 2008, p.249). As 
such these technologies ignore the positive and empathetic relationships between teacher and pupil where 
good channels of communication (Schmid, 2006, p.60) are crucial for effective learning and ignore simple 
issues important in learning such as face to face contact (Cooper, 2010) and the principles of constructivism 
(see 2.4 below).  %LMNHU¶VREVHUYDWLRQWKDWSHUKDSVZHVSHQGWRRORQJµH[SORULQJKRZWHFKQRORJ\LVPDGHDQG
XVHGUDWKHUWKDQZKDWLWHVVHQWLDOO\LV¶ (2010, p.74)  is very relevant here and leads to the development of the 
FRQFHSWRIWKHµ6RFLDO&RQVWUXFWLRQRITechnology¶ in which technology and it use µGHYHORSVWKURXJKDQ
RUJDQLFRUHYROXWLRQDU\SURFHVVUDWKHUWKDQWKHUHVXOWRIDOLQHDUPLQGVHW¶ (Edwards, 2012, p.10), so rather 
than schools be provided with existing technologies installed to set plans (for H[DPSOH,:%¶VZHUHLQVWDOOHG
at the front of all classrooms, 1.2m from the floor) they should be given time to shape and customise their own 
environments, although when looking for successful outcomes of this evolution in an educational context 
Sutherland et al warn of the inherent complexities.   
µHumans are expert at creating tools to transform practices and knowledge. ICTs are part of creative 
production. Knowing how to use these tools to transform learning in schools is not so 
VWUDLJKWIRUZDUG¶(2004, p.424) 
 
One author was to point out that the use of ICT in schools KDGIDLOHGWRµDFKLHYHOLIWRII¶ODUJHO\GXHLWwas 
felt, because of the reluctance to embrace change (Watson, 2006) and also accept the complexity of what 
educational technology really is, for as Selwyn noted;  
µIt is not a single, homogenous entity. Instead, µHGXFDWLRQDOWHFKQRORJ\¶LVGHFHSWLYHO\QHDWVKRUWKDQG
for a diverse array of socio-technical devices, activities and practices. (2013, p.6) 
He also joins those who lament a µSDXFLW\RIFULWLTXH¶ (p.11) in academic study 
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 Change 
The litHUDWXUHRQµ barriers¶ referred to above FLWHµUHVLVWDQFHWRFKDQJH¶LQWKHLUOLVW (Mayya, 2007, p.11) 
(Becta, 2003), and often lay this inertia at the feet of teachers. However, throughout his work on educational 
change Fullan takes a much more systemic view when refering WRµGULYHUV¶ERWKSRVLWLYHDQGQHJDWLYH This is 
hLVOLVWRIµZURQJGULYHUV¶: 
1. Accountability: using test results, and teacher appraisal, to reward or punish teachers a nd schools 
vs capacity building; 
2. Individual teacher and leadership quality: promoting individual vs group solutions; 
3. Technology: investing in and assuming that the digital world will carry the day vs instruction; and 
4. Fragmented strategies vs integrated or systemic strategies. 
(Fullan, 2011, p.1)  
BSF could well be a study in EULQJLQJDOOWKHVHµZURQJGULYHUV¶WRJHWKHU thus limiting the potential of change 
and if that was the case then obviously any chance of change (or transformation) would get off to a difficult 
start. )XOODQ¶V inclusion of assumption about technology (item 3 in his list above) are worrying and his 
observation of µIUDJPHQWHGVWUDWHJLHV¶ in particular could describe the political landscape as the first BSF 
contracts (including the one involved in this study) were being designed. Indeed, Williams adds his support to 
this thinking as he points out; 
µ$QDUURZPDQDJHULDOIRFXVRQFRPSOLDQFHWRSHUIRUPDQFHLQGLFDWRUVDQGWKHIRUPXODUL]DWLRQRI
pedagogy are resulting in a redefining of the professional status of teachers and teacher education, 
and this is happening at a time when the anticipated needs for the citizen of an Information Society 
ZLOOEHIOH[LELOLW\FUHDWLYLW\DQGRULJLQDOLW\¶(2005, p.319) 
and 
µ7KHUHDSSHDUPDQ\FRQWUDGLctions within the DfES between the desire for a new openness and 
IOH[LELOLW\DQGDUHOXFWDQFHWROHWJRRIH[LVWLQJFRQVWUDLQWVRQWKHFXUULFXOXPDQGSUDFWLFHVRIVFKRRO¶
(2005, p.335) 
 
At the start of new millennium, Clouse and Nelson (2000) cite decades of the quest for school improvement 
being wasted on tinkering with an instructional delivery model that has ignored improved understanding of 
how learning takes place. They encourage those intent on education reform in American public schools (their 
state sector) WRHPEUDFHµFRQVWUXFWHGOHDUQLQJ¶6HH2.4) in their planning as they try to integrate ICT.  The 
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potentiDORI,&7WRFKDQJHWKHRUJDQL]DWLRQDQGPHWKRGRORJ\RIWHDFKLQJLQOLQNLQJµQHZWHFKQRORJ\¶ZLWK
µQHZSHGDJRJ\¶(Sutherland, Armstrong, et al., 2004) and observations that technology can be used to learn 
µZLWK¶QRWµIURP¶ (Jonassen et al., 1998; Howland et al., 2013) point to transformative potential. 
 
This review begins to identify conflicts in the published literature and the aspirations of BSF. Little or no 
detailed reference was made during the planning and roll out of BSF as to exactly how the planned new 
environments and the technology within them were to impact upon teaching and learning let alone transform 
it; there seemed to become an accepted wisdom that transformation would occur because schools would be 
physically different, modern and technology rich, and of course huge amounts of money would had been spent 
(National Audit Office, 2009). The next section attempts to explore one of those tensions; that arising from 
different areas of government policy making.  
2.2 Government Policy and Review 
Education in the UK has become highly politicized; from my own perspective this trend began in 1971 when 
7HG+HDWK¶VHGXFDWLRQVHFUHWDU\RQH0DUJDUHW7KDWFKHU, used the µ(GXFDWLRQ0LON$FWµto abolish free 
school milk. As a fresher involved in the protests I, like most others were unaware of what was to come. 
Until Thatcher progressed to becoming Prime Minister in 1979 the post of Education Secretary had not been 
perceived as a cabinet post of significance or a platform for higher office. Her tenure in 10 Downing Street 
changed that landscape forever. Not only was the profile of education policy elevated, her administrations 
heavily politicized the statutory requirements that were to be imposed on schools.; the National Curriculum, 
Local Management of Schools and Ofsted are just three examples (Gillard, 2011). Following Thatcher, a 
succession of premierships from Major to Blair, Brown and Cameron (entering his second tenure from May 
2015) have seen 16 different and high profile Secretaries of State for Education, each trying to make their own 
mark in some shape or form. Through legislation impacting on everything from training days, funding, 
curriculum, examinations, accountability and the designation of individual schools in relation to their Local 
Education Authority the trend has been to continue using education policy (and therefore schools) as a vehicle 
to embed political ideology (Pearson, 2011; Henderson, 2013; Merrick & Rentoul, 2014).  
Page 25 
 
  
 Education, Education, Education 
In a perceived need to rebuild or refurbish all of the 3500 secondary schools in England by 2023, the Labour 
government launched BSF in 2004 with a potential budget of £55bn (Mahony & Hextall, 2013, p.845). The 
departing Conservative government of 1997 had invested little in schools (Hills et al., 2009, p.2) and there 
was no legacy of an IT (without the C at this point) strategy for education (Wild & King, 1999). The 
6WHYHQVRQUHSRUWRIZDVKHOGXSWRSURYHµthe state of ICT in our schools is primitive and not improving¶
(Stevenson, 1997, p.4) and insisted this situation be rectified as a matter of national priority. On election, New 
/DERXUVHWDERXWHPEUDFLQJWKHUDSLGO\HPHUJLQJFRQFHSWVRIWKHµLQIRUPDWLRQVXSHUKLJKZD\¶DQGWKHLQWHUQHW
in a large proportion of their thinking and policy making. The use of technology was a thread running through 
public sector reform in areas ranging from health, legal, welfare and government (both local and national)  
services. Education was at the forefront RIDµVRFLDOMXVWLFHDJHQGD¶(Mahony & Hextall, 2013, p.857),  the 
approaching new millennium provided a milestone to hang policy making around; in fact it was in the 
formulation of Labour Party policy prior to the HOHFWLRQWKDWWKH\SXWWKHµ&RPPXQLFDWLRQ¶LQ
µ,QIRUPDWLRQ&RPPXQLFDWLRQ7HFKQRORJ\¶,&7ZDVERUQ 
 Consequently the era of New Labour, with its mantra of µ(GXFDWLRQ(GXFDWLRQ,  (GXFDWLRQ¶ heralded in 10 
years with schools and all those in them  placed at the forefront of government policy, under the scrutiny of 
any group or individual who felt the need to offer an opinion. The spending of £5 billion on WKHFRXQWU\¶V 
schools ICT infrastructure alone underlines the importance that was pODFHGRQµHGXFDWLRQDOWHFKQRORJ\¶
DOWKRXJKLWLVZRUWKSRLQWLQJRXWDV6HOZ\QGRHVWKDWWKLVLVµQRWDVLQJOHKRPRJHQRXVHQWLW\¶but µGHFHSWLYHO\
neat shorthand for a diverse array of socio-WHFKQLFDOGHYLFHVDFWLYLWLHVDQGSUDFWLFHV¶  (2013, p.6). 
The scope for innovation was potentially huge. As the 21st Century opened, business was preoccupied with 
launching into cyberspace and embracing WKHµGRWFRP¶ERRP so it is easy I think, to understand the pressures 
that lead to an explosive evolution in education technology. National Grid for Learning (NGFL), New 
Opportunities Fund Training (NoF), e-Learning and other strategies became part of the educational landscape. 
The scale of the government agenda was ambitious and expensive (Laurillard, 2008). 
'HVSLWHPDQ\RIWKHVHVWUDWHJLHVEHLQJVDGGOHGZLWKWDUJHWVWRMXVWLI\WKHWD[SD\HUDQGORWWHU\SOD\HUV¶
investment, the evidence of real impact was, for some, proving hard to find.  The FRQFHSWRIµVSLQ¶IXHOOHGWKH
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fire of the sceptics who looked for the gaps between policies and effect (Gewirtz et al., 2004) and concluded 
that actual change was difficult to quantify. Specific research on key aspects of ICT impact such as e-learning, 
(Pittard, 2004) were more positive but still not uniformly so, leading me to further discuss the research 
evidence on which policy could have been in the next section. 
 
 Evidence of Evidence Based Policy Making 
 
µ7KHUHLVQRWKLQJDJRYHUQPHQWKDWHVPRUHWKDQWREHwell-informed; for it makes the process of 
DUULYLQJDWGHFLVLRQVPXFKPRUHFRPSOLFDWHGDQGGLIILFXOW¶ (John Maynard Keynes 1936) 
 
The Government had indicated its willingness to increase the use of research to inform the drafting of 
legislation (Davies, 2004), through an Evidence Based Policy (EBP) making approach (Cabinet Office 
Strategic Policy Making Team, 1999), the only question was the nature and reliability of the evidence base to 
be used (Davies, 2004).  Healthcare may have been one area where EBP was proving effective (Cookson, 
2005), but a similar situation was far from clear in education contexts, where even the merits of different types 
of research methodology were contested  (Davies et al., 2000). Indeed, the framing of the questions alone in 
education research can be seen to influence WKHFRQFOXVLRQRIµZKDWZRUNV¶and is highly µFRQWH[WGHSHQGHQW¶ 
(Nutley et al., 2003, p.3).  More recently Wallace observed µ8QVXUSULVLQJO\JRYHUQPHQWpoliticians 
marginalize theoretical knowledge¶ and in the same paper, µcomplex educational change is contextually 
dependent¶ (2003, p.9). 
From the early day of the National Grid for Learning (Selwyn & Fitz, 2001) to more later assessments 
(Selwyn, 2008;Younie, 2006), there is a considerable amount of evidence that government initiatives around 
ICT and education have a mixed track record. Although this is far from a recent perception and is neither new 
or confined to technology, µ7KHUHLVDJURZLQJFRQFHUQWKDWDOPRVW\HDUVDIWHUWKH(GXFDWLRQ$FW
top-GRZQODUJHVFDOHUHIRUPKDVVWDOOHG¶ (Barker, 2008, p.669). 
As if to underline the legislative imperative to embrace ICT use in education and expose the lack of a unifying 
strategy in the UK, the Scottish Executive  (headed by the First Minister of Scotland Henry McLeish), 
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commissioned a task force to recommend actions VRWKDW6FRWODQGFRXOGHPEUDFHWKHµ.QRZOHGJH(FRQRP\¶  
(Scottish Executive, 2001). A core outcome was to ensure DµSHUYDVLYHQHVV¶ of embedded ICT where; 
 µ..accessing and using new technologies is as familiar and comfortable to students, and their teachers 
and lectures, as the use of blackboards/whiteboards and ERRNV¶(p19).  
 
Reviews of the successes and failures of ICT projects offer conclusions that this chapter suggests were mostly 
ignored by BSF, for example; 
 µ,WLVFOHDUWKDWLQWURGXFLQJDQHZWHFKQRORJ\ into any learning situation in any country requires a 
JUHDWGHDORIWKRXJKWDQGSODQQLQJDQGDJRRGGHDORIGHYHORSPHQWWHVWLQJ¶.  (Hartley, 2007, p.56)  
 
If this is a valid observation, then surely BSF was missing major steps in both its planning and 
implementation and far from evidence based. Indeed tKH*RYHUQPHQW¶VRZQUHJXODWRU2)67('ZDV
providing evidence that spending alone was not enough. Their assessment of 5 \HDUV¶ZRUWK of investment 
reported an improved use of ICT that was patchy at best and µLPSURYLQJVORZO\¶. They list a range of 
µEDUULHUV¶DVVRFLDWHGZLWKHPEHGGHGSHGDJRJ\WHDFKHUVNLOOVHWVDQGWKHQHHGIRUHYHQPRUHinvestment 
(OFSTED, 2004, p.55). One year later in a Becta commissioned  reflective summary, their usual upbeat tone 
was tempered by an REVHUYDWLRQRIWKHQHHGIRUDµunified strategy IRU,&7LQ(GXFDWLRQ¶ because there was, as 
yet µQRGHILQLWLYHURDGPDSIRUHQVXULQJWHFKQRORJ\LPSOHPHQWDWLRQZLOOGHOLYHUGHVLUHGFKDQJH¶ (Hunt et al., 
2005, p.43). By the end of the decade Yang is still unable to find clear evidence of transformation (2012, 
p.103). BSF began with an almost myopic positivity and the top down delivery model (vision statements 
excluded) that ignored research  evidence and excluded input from those expected to deliver (i.e. teachers) 
leaving stakeholders disenfranchised, or as Shackel observed, µrarely do the frustrations of end users get aired 
anywhere but the staffroom¶ (2004), and of course it is in the classroom where all the policy initiatives 
emanating from central government are ultimately felt and delivered. 
 Policy Stream Conflict 
Throughout this work is the recurring theme of the clash between the need to improve standards that are 
measured as GCSE outcomes published in league tables, and the wish of BSF to be innovative and 
transformational. The OECD had pointed this out when stating; 
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µVFKRROVDUHXQGHULQFUHDVLQJSUHVVXUHWRFRQIRUPWR precise, standardised outcomes, while to be an 
innovative learning organisation means being able to experiment and take risks, with the necessary 
FRUROODU\RIRFFDVLRQDOIDLOXUHV¶ (2001, p.105).  
 
There is also the potentially cynical view of the futility and superficiality of governments trying to reform 
schools while entrenched pedagogy and structures remain. Cuban uses a maritime metaphor as an illustration. 
 
³7KHVXUIDFHLVDJLWDWHGDQGWXUEXOHQWZKLOHWKHRFHDQIORRULVcalm and serene (if a bit murky). Policy 
churns dramatically, creating the appearance of major changes...  while deep below the surface, life goes 
RQODUJHO\XQLQWHUUXSWHG´ (Cuban, 1993, p.2). 
 
Almost no government policy, BSF included, has a significant impact on school organization;  in particular 
the two key areas of assessment methodology and resulting school accountability measures published via 
league tables. If anything, recent legislation has further entrenched both. The resulting tension between 
innovation and accountability agendas was not lost on some in parliament. 
The complexity of the school accountability and improvement system in England is creating a barrier 
to genuine school improvement based on the needs of individual schools and their pupils (Children 
Schools and Families Committee, 2010, p.98) 
 
International comparisons also pointed RXWWKDWWKH8.¶VWHVWLQJUHJLPHPD\EHDEDUULHUWRVFKRRO
improvement. The 2011 OECD Economic Survey (2011) UHSRUWVRQµ5HIRUPLQJ(GXFDWLRQ¶SDJHV-97) and 
comments that increased spending on schools has produced only limited improvement in outcome and cites 
µWKHH[WHQVLYHIRFXVRQJUDGHV¶ as a µFDXVHIRUFRQFHUQ¶. These two observations are explicitly linked in the 
text and recommendations suggest re-assessing the focus on examination if we are to revHUVHWKH8.¶V slide 
down the Programme for International Student Assessment (PISA) scale. Observations on the negative impact 
of testing on the breadth of the curriculum are not new but that has not stopped the relentless rise in the 
importance of examination result to judge pupils and schools (Mansell, 2007).  
Schools dealing with the BSF transformation agenda were still left to fit in with the expectations of the Ofsted 
school inspection framework and summative performance judgements published in RaiseOnline (and the 
response of every national and local newspaper). With accountability measures too politically sensitive to 
reform, BSF funded schools were potentially in a situation that would inhibit chances of transformation in a 
number of ways. 7KLVLVZKDW:DOODFHFDOOVµSROLF\SDWKRV¶DQGLVFDXVHGE\WKHGLVWDQFHSROLF\PDNHUVILQG
themselves from the contexts in which they expect legislation to have an impact (2008, p.7). Legislators it 
would appear, rarely take account of what happens to their µVHHPLQJO\FRPPRQ¶ reforms as they are 
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µUHIUDFWHG¶ through the µPLFUo-FOLPDWHVRIVFKRROV¶ (Goodson, 2001, p.49). It was Head Teachers who would 
be at the focal point of that refraction, DV0RRUHHWDOSXWLWWKH\ZHUHDJDLQWRµnegotiate, accommodate, 
resist, and mediate mandated policy and the impact that such responses may have on pre-existing educational 
values DQGYLVLRQ¶ (2002, p.176).  
  This µnew orthodoxy¶RIFHQWUDOJRYHUQPHQWV µWRS-GRZQUHIRUP¶ in education (Hargreaves et al., 2001, p.1) 
on schools has generally been noted as having redefined the work and lives of teachers and school leaders in 
both intended and unintended ways, that suggests µIRUHYHU\SROLF\LQLWLDWLYHWKHUHZLOOEHXQSUHGLFWHGDQG
unpredictable results¶(Fink, 2003, p.105). With something on the scale and ambition of BSF with a distinct 
top-down approach, there was the potential for outcomes and pressures other than transformation, some that at 
the time had not been thought of; for example, future technologies, the rate of technological advance and 
simple refresh of devices. The logic was that the use of the private sector and MSPs would shift concerns 
around these issues away from schools; the reality was somewhat different.  
 Going Private 
The enforced use of the private sector that permeated BSF was a significant new facet for schools to face. 
Local Education Partnerships (LEPs) with their 3 partners of LA, builders and ICT providers were the 
strategic management of BSF projects. Schools, having become increasingly autonomous (particularly 
financially) now found themselves thrust into the world of contract negotiation and market forces, a situation 
that had its gestation under the previous administration but was now being embraced by the current one. 
In order to overcome the perceived inertia suppressing the rate of change, the private sector was seen as the 
potential catalyst.  As Tony Blair put it in his 1998 address to local government: µ,I\RXDUHXQZLOOLQJRU
XQDEOHWRZRUNWRWKHPRGHUQDJHQGDWKHJRYHUQPHQWZLOOKDYHWRORRNWRRWKHUSDUWQHUVWRWDNHRQ\RXUUROH¶ 
(1998). As a result, the pressure to outsource the ICT component of BSF was accepted and embraced. 
However, it appeared that the Government failed to link evidence of the relative success (or failure) of 
outsourced ICT projects from departments other than education as it embarked on BSF, according to Butler 
the problems were deep rooted and systemic. 
µ7KHUH LV D PDMRU VRIWZDUH HQJLQHHULQJ FKDOOHQJH WR GHDO ZLWK WKH LQH[RUDEOH ULVH LQ FDSDELOLW\ RI
computing and communications technologies¶ 
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and 
 
µ%ULWDLQLVIDLOLQJWRSURGXFHVRIWZDUHHQJLQHHUVDQGPDQDJHUVZLWKWKH,7DQGSURMHFWPDQDJHPHQW
skills to commission DQGH[HFXWHFRPSOH[,7SURMHFWV¶(2004, p.1). 
 
 
Consequently, by the end of the decade the UK government had become a µZRUOG OHDGHU LQ LQHIIHFWLYH ,7
schemes¶(Margettes, 2011).  
In  a parallel example from the NHS, an £11 billion  ICT patient records system (called Lorenzo) expected to 
create a patient database by 2015 was, in 2011, deemed destined to fail and LQµGLVDUUD\¶DIWHUWKHILUVW
billion has been spent (Guardian UK, 2011).  Development pressed on and a further £7bn was spent until the 
end of 2013 when the project was scrapped. A principle expectation of the NHS solution was only to make 
patient records available, any transformation of health care was expected to be delivered in surgeries and 
operating theatres by health professionals. With spending on ICT within BSF constituting a project of similar 
proportions to any of those in other public sector areas, PfS insisted that BSF partners go to the market (on an 
fragmented LEA by LEA basis) to seek an ICT solution that would not only deliver the infrastructure required 
but also the strategies and design that would lead to the transformation of teaching and learning and in doing 
so putting the control of a main tool of pedagogical change in the hands of commercial companies.     
Central government itself was challenged directly by at least two review bodies on the outcomes of BSF. They 
support the Head TeacKHUV¶YLHZVRQWZRIURQWVWKRVHRIWKHSURFHVVLWVHOIDQGLWVVXFFHVVLQDQHGXFDWLRQDO
context.  
 µ,WLVWRRHDUO\WRFRQFOXGHZKHWKHU%6)ZLOODFKLHYHLWVHGXFDWLRQDOREMHFWLYHV7RGDWHRYHU-
optimism has meant the programme could not live up to expectDWLRQV¶(Public Accounts Committee, 
2009) 
µ7KH'HSDUWPHQWDQG3I6ZHUHRYHUO\RSWLPLVWLFLQWKHLUDVVXPSWLRQVRIKRZTXLFNO\WKHILUVWVFKRROV
could be delivered, leading to unrealistic expectationV¶ (National Audit Office, 2009, p.6) 
With observation such as these the need to investigate the impact of BSF was initiated.  
 
For me one obvious result of engaging the private sector was that BSF designs became politicised in that, at 
considerable cost, WKHLUµNHrb appeal¶EHFDPHFUXFLDOLQUHLQIRUFLQJWKHFRQFHSWWKDWZKDWZDVWDNLQJSODFH
inside, by association,  had to be as radical and modern (Selwyn & Facer, 2013, p.10) XQGHUOLQLQJWKHµSRZHU
of artefacts (Matthewman, 2011, p. 5). Imposing entrances and receptions, curved glass walls and atria 
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abounded, not one of which had an impact on the schools core business. µ4XLFN:LQV¶ZHUHDVPXFKDERXW
spin as they were about children. 
 A Rush to Show Impact 
It is not difficult to see why the whole BSF process, other than its building programme, might have had little 
measurable  impact on the majority of stakeholders if, as Mahoney and Hexall point out; 
µ7KHSXUSRVHREMHFWLYHVRI%6)ZHUHXQFOHDU¶ (2013, p.854) 
 
Although this work gathered data as the first BSF schools were opening there was already evidence of failures 
and problems with heating, lighting and ventilation along with design errors beginning to emerge. Woolner 
reflects on similar examples from recent history. 
µ7KHKLVWRU\RIVFKRROEXLOGLQJSURJUDPPHVZDUQVXVWKDt the interactive whiteboard and the atrium 
could be the typing suites and flat roofs of the middle decades of the 21st &HQWXU\¶(2007, p.63) 
 
 When these early criticisms of the misdirected focus of BSF were being recorded. Rudd offers this view: 
µThe BSF programme has received criticism because the relationship between the quality and design 
of infrastructure has not been adequately linked to the wider issues around the quality and approach 
to learning and teaching that will occur¶ (2008, p.5) 
He also observes that even the physical results of BSF may be not be as transformational as they first appear. 
µIt is easy to forget when we are talking about new buildings, new materials, new technologies and so 
forth, that the future can be, and often is, just an updated version of the present, where nothing 
FKDQJHVVLJQLILFDQWO\7KHµJORVVRIWKHQHZ¶LVHTXDWHGXQSUREOHPDWLFDOO\ as innovative or 
transformative but usually is little more than a means of increasing the efficiency of existing systems 
and processes or new ways of doing the same thing. There is a real danger that many of the projects 
arising from BSF will suffer this IDWH¶. (2008, p.7) 
The observation that increased efficiency may be misinterpreted as transformation is an issue that I will reflect 
on in Chapter 5.  However, Rudd does at least see some BSF schools beginning to succeed with the teaching 
and learning agenda.  
µThis is encouraging, and visits to local authorities and schools going through the BSF programme 
reveals they are now recognising the broader educational transformation potential r ather than 
engaging in merely a building programme¶. (in Page, 2008, p.9) 
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So, as BSF began to be put under the political spotlight it is unsurprising that when being questioned by 
members of a Parliamentary Select Committee about issues surrounding the demise of BSF, Tim Byles the 
outgoing chairman of PfS admitted the claim of transformation had possibly been overstated, as this transcript 
illustrates (Parliamentary Select Committee, 2010). 
µI want to go right back to the inception of the project overall. What did you regard as you and your 
organisation's mission? Was it about building just schools for the future or changing schooling for the 
future? Ask Damien (Q5). 
 
µ%XLOGLQJ6FKRROVIRUWKH)XWXUHLVDYHU\DPELWLRXVSURJUDPPHWRFRQWULEXWHWRZDUGVZKDWZDV
defined as educational transformation. It was not to be educational transformation, but to provide 
environments where bullying is designed out of school design and having spaces that inspire and 
engage young people alongside teaching and learning, school leadership and encouraging the 
LQYROYHPHQWRISDUHQWV¶ Replied Byles. 
 
µ,QUHWURVSHFWZRXOG\RXKDYHUDWKHUKDGOHVVHPSKDVLVRQWKHShrase about transforming education 
and all the expectations that it inevitably raised in something that was ultimately a capital programme 
to build new schools? Hinds continues (Q6). 
 
µAt the risk of sounding like Sir Humphrey, it is not my job to question that. We are a delivery agency. 
The Government set the policy for us, and we then deliver it²ZKDWHYHUWKHSROLF\PD\EH¶continues 
Byles. and µ:HWKHUHIRUHVHWDERXWWU\LQJWRPDNHVXUHWKDWZKDWLVDFRPSOH[V\VWHPLVGHOLYHUHGDV
quickly and effectively as possible when compared with other similar approaches across government. 
Quite a lot of data show that Building Schools for the Future is best in class at delivering what are 
GHILQHGDVFRPSOH[SURFXUHPHQWV¶ 
 
I realise that you will say that understandably, for some schools, it is early days and too early to 
measure, but would you say that, for schools that have been part of the BSF programme, education 
has been transformed as opposed to schools having been transformed? Hinds delves further (Q7). 
 
µ<HV¶&RQFOXGHV%\OHVµWe have seen quite a lot of early information. It is right to say that we 
cannot test it absolutely at this stage. We have seen leaps forward in performance in schools. The 
(sample school) refurbishment scheme in Sunderland went from 19% to just over 60%, including 
English and maths, in two years²same school, same teachers, same pupils, but there was a real 
LPSDFW¶ 
 
This last statement refers to my own school. Mr. Byles has I believe, encapsulated the dilemma that was a key 
that helped stimulated this work.  It appears to be the case that he believed BSF could take some credit for my 
VFKRRO¶VUDSLGLPSURYHPHQWLQRQHSHUIRUPDQFHLQGLFDWRUDQGE\DVVRFLDWLRQ this was due to transformation 
brought about by BSF, even though he was unsure what transformation was expected of BSF when he took his 
post. This is, I believe a classic case of a politician µWDNLQJSRVVHVVLRQRIWKHQHZWHFKQRORJ\LPDJHDQG
RIIHULQJLWWRWKHHOHFWRUDWHDVDWDOLVPDQ¶ (Somekh, 2007, p.93).  What Byles did not know was the context of 
these outcomes; in particular the details of our curriculum and staffing changes, planned and delivered over 
the previous three years that were the real agents of improvement and that the BSF upheaval, while two years 
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of building refurbishment work, was if anything a negative force. %\OHV¶DWWHPSWWRLPSO\FDXVHDQd effect 
without any evidence at a parliamentary committee resulted in a range of unrepeatable responses from my 
senior colleagues that illustrated their strength of feeling and another example of myopic positivity. 
 In fact, the BSF schools surveyed by PWC reported much weaker outcomes than our own and cited the 
negative pressure going through BSF had exerted on their schools; my own school was the only one to report 
improvement. Another vehicle of Government accountability, the Public Accounts Committee had previously 
pointed out that µWKH'HSDUWPHQW'I(6KDGQRWH[SODLQHGZKDWVXFFHVVRI%6)ORRNVOLNH¶(Public Accounts 
Committee, 2009, p.5), while almost in their own defense,  PfS had stated that BSF was µDFDWDO\VWDQG
HQDEOHUIRUFKDQJHEXWQRWLWVHOIWKHFKDQJH¶(quoted in Mahony & Hextall, 2013, p.354). 
 
I have explored the conflict between the wish to transform and the structures of accountability that emerges 
when the impact of different strands of New Labour government policy and investment are reviewed together, 
what Whitty refers to as µDFRPELQDWLRQRIPLVGLUHFWHGH[SHQGLWXUHDQGLGHRORJLFDOFRQIXVLRQ¶ (2009, p.274). 
Some even suggest that, for a socialist party theLUHGXFDWLRQSROLF\ZDVµQHR-FRQVHUYDWLYH¶(Hill, 2006) and 
:KLWW\¶VREVHUYDWLRQRIµWKHVLJQLILFDQWFRQWLQXLWLHVEHWZHHQ&RQVHUYDWLYHDQG1HZ/DERXUSROLFLHVLQWHUPV
of the drive for an essentially market-EDVHGHGXFDWLRQV\VWHP¶ (2008, p.165). 
Jon Coles, former head of standards at the DoE makes an observation which I think offer a perfect conclusion 
to this section. 
µMore recently, successive governments have moved away from that original aim (league tables as 
SDUWRIWKH&LWL]HQV¶&KDUWHU and used the tables as a policy implementation tool. Sometimes with 
dramatic UHVXOWV¶(Coles, 2015) 
In order to deliver BSF on time and budget, government policy to involve the private sector referred to above 
opens up a need to investigate further the literature relating to the concept of a public service faced with the 
principles and values of the market place. This will be explored in the next section. 
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2.3 Marketisation and Commercialisation of Education 
 
In 2013, Selwyn recorded that the global market of selling technology to education was (conservatively) 
estimated at $5 trillion per annum and rising (2013, p.2)DQGDVVXFKGHPDQGVµFORVHVFUXWLQ\(Selwyn, 2010, 
p.70). Schools had always sourced their ICT provision from the private sector; BSF was to take this a step 
further as full public/private partnerships became the only strategy available for its delivery.    
As Mahony et al point out µ%6)LVORFDWHGLQWKHZLGHUSROLF\FRQWH[WRI1HZ3XEOLF0DQDJHPHQW130
DGRSWHGE\JRYHUQPHQWVGXULQJWKHV¶ (2011, p.342) in which the public sector draws both principles and 
investment from private sector. This trend of involving the private sector was well embedded by 2004;  
µ1HZ/DERXUKDVSXVKHGPDUNHWL]DWLRQDQGSULYDtisation forward at least as zealously as the 
FRQVHUYDWLYHVGLG¶ (Marquand, 2004, p.118), 
µand had gone beyond the provision of services into the realms of strategy; Private sector 
organisations are increasingly involved in both policy formation and policy implementation¶ (Ball & 
Youdell, 2008, p.59) 
 
Specifically, Private Finance Initiatives (PFIs) in the building of schools were a manifestation of NPM and 
had an inevitable influence on BSF and the ICT provision in particular. 
 
Years earlier the Education Reform Act of 1988 was watershed legislation in the delivery of state education in 
the UK. It introduced, for example, the National Curriculum and Local Financial Management (LFM).  It was 
seen as the event that began opening up, what until then, had been a very state run closed shop, immune from 
the world of market forces and commerce (Ball, 2008). Schools were to feel the pressure of market forces on 
two fronts. Firstly, LFM made each school budget an individual cost centre whose income was directly 
dependant on pupil numbers. Consequently, they had to compete for their intake while the open publication of 
SHUIRUPDQFHOHDJXHWDEOHVDOORZHGIDPLOLHVWRµVKRSDURXQG¶IRUWKHEHVWVFKRRODQH[SORVLRQLQJORVV\VFKRRO
brochures and marketing open evenings were two highly visible outcomes /HYDþLü, 1998). Secondly, central 
and local government funding was reduced and schools were charged with financing their own capital projects 
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RUELGGLQJIRUUHVRXUFHVIURPOLPLWHGµSRWV¶RImoney. At the same time Public-Private Partnerships (PPPs) 
(Hodge & Greve, 2009)  had become a feature of some large capital projects (The Channel Tunnel for 
example) and were now being applied to investment in public sector capital projects in the form of PFIs. 
Consequently, since 1992, PFI projects have been used in school (and prison and hospital) building projects 
throughout the UK including BSF. Not all BSF projects were PFI in nature but most involved the setting up of 
Local Education Partnerships (LEPs); effectively 3 way PFI partnerships involving builders, LA and ICT 
providers (Accounts Committee, 2009, p.10). The Managed Service Provider (MSP) model used by BSF for 
their ICT programmes was essentially one of outsourcing in which BSF partnerships handed over their ICT 
systems to private providers to procure, install and maintain; the theory being that schools would benefit from 
a known fixed cost and ICT being the µWKXWLOLW\¶(Partnerships for Schools, 2011). 
This work has obtained data from three sources that can add to this area of debate. One school in the research 
sample is a previous PFI build with BSF as a µrefresh¶. Another school had experience of managing, 
unilaterally, a full BSF ICT programme before having a MSP imposed upon it. The other had relatively poor 
ICT infra-structure and BSF was their chance to make major transformational improvements. The summary of 
this final report will endeavour to comment upon whether or not involving an MSP, working to a business 
model, helps schools focus on the transformation teaching and learning. 
The use of PPPs had started to be problematic after 2007 as the financial crisis began to unfold along with the 
reluctance of banks to fund programmes such as BSF became clear (National Audit Office, 2010). Also 
unfolding was evidence of the legacy of debt schools and LAs were being left with as part of PFI and if  those 
LQYROYHGVDZDQ\EHQHILWIURPWKHEXVLQHVVSDUWQHUVKLSZKDWWKHMRXUQDOLVW:DWWVUHIHUUHGWRDVµ7KH%RQILUH
RIWKH3ULYDWH)LQDQFHV¶(2011). 
On the first weekend of June 2011 both the TES (TES, 2011a) and Sunday Times (2011) published reports on, 
in the opinion of journalists, the excessive prices charged  by IT providers and architects respectively during 
the first wave of BSF. This editorial theme continued and later that month, the TES was to state µLWDOVR
highlights wider concerns within education about the increasing role of private companies profiting from 
SXEOLFVHUYLFHV¶ (TES, 2011b). Following the phone hacking scandal that closed the News of the World in July 
ZULWLQJLQWKH7LPHV0DWKHZ3DUULVOLVWHGWKHµ1H[W6FDQGDOV¶ZDLWLQJWREHGLVFORVHGDWQXPEHU
he includes³The public sector is chronically incapable even of understanding, let alone managing, large IT 
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projects; and private secWRUFRQWUDFWRUVDUHJXLOW\RIGD\OLJKWUREEHU\´ (Parris, 2011). A National Audit 
Office report was to warn of the spiraling cost of BSF and the inherent flaws in the procurement process, 
largely caused by the interface between Local Authorities and private partners  (National Audit Office, 2009). 
There was a clash of cultures when the education sector and private sector companies were asked to work to 
the agenda BSF had set. The danger was that the integration of ICT into schools would be addressed at the 
superficial level of hardware procurement and installation and as such not recognising that the role of ICT in 
schools is much more complex than that of a service, reducing it to the same level as heating, lighting and 
furniture is to underestimate its importance in teaching and learning.   
 
µThe proliferation of technologies has complicated the teaching-learning process and finding the best 
ways of integrating technology into classroom practices is one of the challenges the 21st century 
teachers face. Effectively integrating ICT into learning systems is much more complicated than 
providing computers and securing a connection to the Internet¶ (Afshari et al., 2009, p.96) 
 
Fifteen minutes in to his first of 4 Reith Lectures, Sandel reflects that µMarket incentives erode or crowd out 
QRQPDUNHWLQFHQWLYHV¶(2009). Applied to the BSF context this theory could suggest that the pressure on the 
MSP to deliver a solution within budget and make a profit left little room for the vital teaching and learning 
discussions to have room to breathe. What is evident is that the lessons learnt were significant enough to be 
noted in parliamentary committee discussion. 
µ:HEHOLHYHWKDW,&7LVDYLWDODUHDIRUWKHGHYHORSPHQWRIHGXFDWLRQRYHUWKHFRPLQJ\HDUVEXWWKDW
does not mean that each school needs to have a bespoke system created for it which differs from 
systems in all other schools. We recommend that information about systems in use is made widely 
known amongst authorities in later waves of BSF so that they can take advantage of the experience of 
WKRVHZKLFKKDYHDOUHDG\SURFXUHGWKHLU,&7¶(Public Accounts Committee, 2007) 
 
ICT Managed services can now be added to the other PPP styles of provision in need of valid value for money 
(VfM) analysis. Hodge et al suggest this has yet to be done in any depth or quality. 
µ7KHYHUDFLW\RIWKHDQDO\WLFDOVWXGLHVXQGHUSLQQLQJHYDOXDWLRQVDVVHVVLQJ9I0IRU333VKDVEHHQ
ORZDQGWKHGDWDEHLQJXVHGIRUWKHVHVWXGLHVKDYHWRSXWLWSROLWHO\EHHQGLUW\¶ (2009, p.38) 
Schools were right to question the value of a managed service at multiple levels. The supposed transfer of risk 
(Ball et al., 2007, p.307) to the MSP seemed not to have materialised as their seUYLFHVZHUHFRQVWDQWO\µGRZQ¶ 
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or failed to match up to expectations, resulting in teaching and learning being disrupted rather than enhanced. 
Although reliability and functionality did improve over time, a legacy of lack of confidence remains. The 
µULVNV¶WKDW0DKRQ\HWDOUHIHUWRDUHODUJHO\FRPPHUFLDO 
µ,WVHHPVUHDVRQDEOHWRVXSSRVHWKDWWKHLQWHUPHVKLQJRISXEOLFDQGSULYDWHVSKHUHVUHPDLQVD
SRWHQWLDOO\KLJKULVNVWUDWHJ\¶. (2011, p.353) 
As the production of most technology sold to schools comes from the private sector it has always been a 
µFRPPHUFLDODIIDLU¶(Selwyn, 2010, p.68), although there is nothing surprising in that. What is to be 
questioned is whether schools were able to purchase what they needed or were sold what businesses could 
provide, so exerting a shaping influence on school technology (Selwyn, 2010, p.70). An illustrative case 
would be the growth in the availability RIµHGXWDLQPHQW¶SURGXFWVLQWKHODWH¶VHDUO\¶V, aimed not only 
at schools but also at parents and families, so further increasing the size of the market.   
µ7KHVDOHVSLWFKHVIRUVXFKPDWHULDOUHO\RQDQREVHVVLYHLQVLVWHQFHWKDWOHDUQLQJLVLQHYLWDEO\µIXQ¶
These new forms of edutainment are therefore offered both as an acceptable leisure-time pursuit, and 
as a glamorous alternative to the apparent tedium of much school work. Children, it is typically 
argued, will gain a competitive edge on their peers - and yet they will not even know that they are 
OHDUQLQJ¶(Buckingham & Scanlon, 2005, p.7) 
I believe the marketing of µHGXWDLQPHQW¶ was a commercial opportunity that established (publishing) and 
newer (software) business organisations found too good to miss, regardless of the proven quality of their 
product.  A PricewaterhRXVH&RRSHUVUHSRUWRIHQWLWOHGµ0DUNHW$VVHVVPHQWRIWKH%%&¶V'LJLWDO
&XUULFXOXP3URSRVLWLRQ¶ZKLFKLVUHIHUHQFHGLQDQXPEHURIZRUNV(e.g. Buckingham, 2013) but is no longer 
available,  estimated the annual UK market at £350 million without any sort of evaluation of their real worth. 
Edutainment or entertaining education is a new field of education reality. The evaluation of 
edutainment projects must be based on qualified monitoring of the ratio between the educational and 
entertaining activities related to the target group. Not all the products of the enterta ining industry 
available on the market contain enough educational features. Often the entertaining part prevails 
which is based on the marketing point of view, is more attractive.  1ČPHF	7UQDS  
Interactive Whiteboards (see 2.1.5) proved to be another example of a µPXOWL-faceted policy opportunity for 
EXVLQHVV¶ (Ball, 2007, p.49) in which a product developed for the Board Room was marketed at the classroom 
(along with presentation software) with such evangelistic vigour that LEAs felt compelled to  provide them 
for schools out of central funds. 9/(¶VDUHDVLPLODUFDVHLQSRLQWµBlackboard¶ emerged as a market leader in 
over 60 countries and reported revenues of over US$340m  in 2009 (Selwyn, 2010, p.72). Despite some 
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DWWHPSWVWRGHYHORSWKHXVHRIµRSHQVRXUFH¶DSSOLFDWLRQVIRUXVHLQWKHHGXFDWLRQVHFWRU(Selwyn, 2013, p.64) 
the reality has been the ever increasing growth of  private sector providers. Dale cites this as the dominant 
form of private sector interest in the school market (2009); Selwyn goes as far as calling school ICT provision 
µSULYDWLVHG¶(2010, p.69). 
Therefore as each BSF project went to the market to purchase and build its own solutions, the result was a 
fragmented picture with no two solutions being the same. An opportunity for PfS to use its influence at the 
procurement stage to standardise provision and use economies of scale were lost, adding to the costly 
procurement process. 
There are two other relevant outcome of this situation. Firstly, staff development time is continually soaked up 
ZLWKVLPSOHµKRZWRXVH¶VHVVLRQVVHFRQGO\, teachers moving schools can find the skills they have acquired 
and the resources they have developed useless. 
  
None of the literature reviewed above on the use of ICT, government policy or the pressure from the business 
sectors seems to make any reference as to how learning takes place and how their product/policy/initiative is 
going to impact on it. The next section will therefore offer a brief summary of learning theory and how ICT 
may have an impact. 
2.4 Theories of Learning and ICT 
 
In order to understand how ICT may or may not promote the transformation of learning, this work will need to 
take time to reflect on the very concept of learning and the theories that attempt to describe it.  Some 
established theories, for example Behaviourism and Cognitivism, possibly downplay the importance of human 
interactions involved, while Constructivism relates to the learner on their own, in context.  Newer emerging 
theories are described by Illeris with this interesting observation in his introduction: 
µ/HDUQLQJLVDOVRDYHU\FRPSOH[PDWWHUDQGWKHUHLVQRJHQHUDOO\DFFHSWHGGHILQLWLRQRIWKHFRQFHSW
On the contrary, a great number of more-or-less special or overlapping theories a re constantly being 
developed, some of them referring back to more traditional understanding, others trying to explore 
QHZSRVVLELOLWLHVDQGZD\VRIWKLQNLQJ¶.  (Illeris, 2008, p.1)  
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Most of these theories evolved before the widespread use of ICT, however, many have evolved to adapt and 
include the new technologies, or even see a direct relationship, µA complementary relationship exists between 
technology and constructivism, the implementation of each one benefiting the other, (Nanjappa & Grant, 
2003). Constructivism is the theory accepted as that which embraces the learner at its centre as new 
knowledge is built upon the foundations of prior experience. No single author can claim ownership of the 
tKHRU\¶V origin (Lowenthal & Muth, 2008), it having  evolved throughout the 20th century through the likes of 
Dewey (1916), Vygotsky, (1978), and Bruner (1992) to the present day (Sjoberg et al., 2007). As the theory of 
constructivism evolved, it became clear that learner interactions play a key role. Bruner contest the idea that 
OHDUQLQJLVVLPSO\µFRPSXWDWLRQDO¶DQGVXJJHVWVDPXFKPRUHµFXOWXUDOQDWXUHRIWKHPLQG¶ (2009). This builds 
on Vygotsky (1978) who evokes the importance of interaction between learners as they construct their own  
knowledge, a scenario that the use of technology is repeatedly described to facilitate, thus adding a social  
dimension resulting in the µ6RFLDO&RQVWUXFWLYLVP¶ of learning (Palincsar, 1998). 
 
In offering an almost diagrammatic representation of the location of constructivism in the learning process, 
Vygotsky put forward the concept of  the  Zone of Proximal Development (ZPD) (Kozulin et al., 2003, p.39), 
describing the point(s) at which learners, with the help of scaffolding provided by some external agency, 
advance their knowledge and understanding of particular principle or idea (Figure 3). This is used to challenge 
WKHSHGDJRJ\RIWKHµLQVWUXFWLRQDO¶PRGHORIWHDFKLQJ(Williamson, 2010).  Moreover, it also supports how 
ICT can enhance learning by putting the learner at the centre (Barbour & Rich, 2007). 
Figure 3: Zone of Proximal Development 
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µAn overemphasis on either inputs or outcomes harms the development of sound educational policies, 
whereby educators and students benefit from the construction of teaching and learning environments 
where they can express their opinions about social and individual needs, and have their concerns 
addressed¶. (Coupal, 2004, p.595) 
 
 
There was even thought given to the design of learning spaces to promote constructivism (without technology) 
10 years before BSF became real, indicating that an holistic approach to the learning environment was already 
documented (Honebein, 1996, p.6). 
As theories of constructivism develop to embrace ICT the concept of Cognitive Load Theory has been offered 
as an attempt to understand how memory assimilates information from multiple sources (Kirschner, 2002). 
This is particularly relevant when instructional design and learning utilize the multimedia environment (when 
learners have access to multiple sources and samples of information in a range of text, audio and video 
formats at the same time) ICT can provide. The concept of Activity Theory first proposed in 1977 (Leontiev, 
1977)  offers a framework for understanding how individuals engage with their environment while learning. 
7KLVVLWVZHOOZLWKVRPHFXUUHQWWKLQNLQJRIPRGHUQVWXGHQWVOHDUQLQJDVµ'LJLWDO1DWLYHV¶4(Prensky, 2001) or 
WKHµ1HW*HQHUDWLRQ¶(Tapscott, 1997). Others agree; Dede proposes the emergence RIµQHRPLOOHQQLDO¶ learners 
EHFDXVHRIµthe SUHYDOHQFHRILQWHUIDFHVWRYLUWXDOHQYLURQPHQWVDQGDXJPHQWHGUHDOLWLHV¶ (2005, p.8). Detailed 
studies of these groups as they progressed their education found mixed evidence of the use and impact of ICT 
in learning (Bennett et al., 2008),QGHHGWKH\FRQFOXGHWKHFRQFHSWRIµ'LJLWDO1DWLYHs¶LVIODZHG, with claims 
being made without evidence and potentially damaging as it µREVFXUHVHFRQRPLFDQGVRFLDOGLIIHUHQFHLQ
\RXQJSHRSOH¶VOLYHV(Selwyn & Facer, 2013, p.2),   Bennett et al. (2008) cLWHWKHFRQFHSWRIµPRUDOSDQLF¶DV 
defined by Cohen (1980), when the popular media latch on to rhetoric that explains deviation from the norm 
                                                     
 
4
 7KHFRQFHSWRIµ'LJLWDO1DWLYHV¶LVFRQWURYHUVLDOand discussed throughout this work. However it does help as an 
adjective in describing individuals and populations born into a world rich with technology from the late 1980s onwards; 
that would make them in their late 20s or early 30s. 
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and assist in its propagation until it becomes accepted as fact (Thompson, 2013), a theory supported by 
Selwyn (2009, p.371)+RZHYHUWKHWHUPµGLJLWDOQDWLYH¶LVXVHIXOin the context of this work (and others) in 
describing those whose whole lives have been lived in a technology rich world, particularly at the formative 
stages.  
In trying to find a physiological answer to how learning takes place, increasingly important is the relationship 
between brain development,  learning DQGµQHXUDOSODVWLFLW\¶, a phenomenon that suggests brain cells and 
neurons have the ability to alter their structure and connections LQUHVSRQVHVWRµH[WHUQDODQGLQWHUQDO
SUHVVXUHV¶ (Kleim & Jones, 2008). If learning involves, as it must, physical and chemical changes to the 
synaptic connections made at the level of the neuron within the EUDLQ¶V neural cortex,  (Caine & Caine, 1991) 
then the part that the use of ICT plays in teaching and learning in influencing those changes must be 
commented on. 
µNeuroscience is beginning to provide evidence for many principles of learning that have emerged 
from laboratory research, and it is showing how learning changes the physical structure of the brain 
and, with it, the functional organization of the brain. Neurocognitive research has contributed 
evidence that both the developing and the mature brain are structurally altered dur ing learning¶ 
(Committee on Developments in the Science of Learning (Ed), 2000, p.4) 
 
In work on neurobiological science and moral development Narvaez et al explore the balance between the 
maturation of the nervous system and hRZLWPD\EHLQIOXHQFHGE\µSUDFWLFH¶LQWKDWWKHEUDLQVRIµH[SHUWV¶
DVVLPLODWHVWLPXOLLQWKHLUµGRPDLQ¶PRUHTXLFNO\DQGXVHOHVVHQHUJ\LQGRLQJVR(2008, p.303).  Hinton et al 
also SRLQWRXWµUHFHQWDGYDQFHVLQQHXURVFLHQFHKHLJKWHQLWVUHOHYDQFHWRHGXFDWLRQUHVHDUFK¶ (2008, p.87). 
7KH\H[SORUHWKHµJHQHWLFVDQGH[SHULHQFH¶GHEDWHDQGVHHDIDOVHGLFKRWRP\LQµQDWure versus nurture¶. They 
agree ZLWKWKHODWHVWHYLGHQFHIURPQHXURVFLHQFHUHVHDUFKWKDWWKHEUDLQGHYHORSVWKURXJKµa dynamic and 
FRQWLQXRXVLQWHUDFWLRQEHWZHHQELRORJ\DQGH[SHULHQFH¶ (2008, p.88) RUDV6PLWKSRLQWVRXWµDOOOHDUQLQJ
FKDQJHVWKHEUDLQ¶(2010, p.4))ULHVHQQRWHVWKDWSRWHQWLDO\µa mature science of learning will soon discover 
its neural underpinnings and iGHQWLI\WKHLQWHUQDOPHFKDQLVPVWKDWJRYHUQOHDUQLQJDFURVVDJHVDQGVHWWLQJV´ 
(2013, p.31).  
It may be that if µGLJLWDOQDWLYHV¶ do  exist they are a product of living and learning with new technologies 
from childhood with brains whose connections have been influenced during growth and development. On the 
other hand, it just may be that some learners would always have been more comfortable in the multimedia 
environment that ICT offers, given that the world in which we evolved was largely a non-text based multi-
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sensory environment. Mayer and Moreno certainly accept that we cannot ignore the need to investigate further 
the impact multimedia environments have on learning.  
µThe relation between psychology and education is a two-way street in which psychological theories 
can lead to improvements in educational practice and the challenges of realistic learning 
environments can help cognitive psychology build better theories. The study of multimedia learning 
RIIHUVDSRWHQWLDOO\IUXLWIXOYHQXHIRULPSURYLQJERWKFRJQLWLYHWKHRU\DQGHGXFDWLRQDOSUDFWLFH¶. 
(2002, p.117) 
 
This leads me to KRZWKHWKHRU\RIµ0XOWLSOH,QWHOOLJHQFH¶ (Gardner, 2006) relates to the use of ICT. He 
describes how students have varied ways of navigating learning and how different topics might require 
different approaches. While dissecting and describing the teaching process as a whole he accepts that 
µXQGHUVWDQGLQJ¶IURPWKHOHDUQHUV¶ perspective very much depends upon a complex interaction of factors, 
PDQ\VWHPPLQJIURPWKHSUHYLRXVH[SHULHQFHVDQGµELRlogical and cultural background¶RIWKHOHDUQHU 
(Gardner, 2009, p.107).   If we are all different and complex in the methods we prefer to use when learning 
effectively, then the question arises as to whether or not ICT can enhance learning in some learners and hinder 
it in others. Similarly, if it has been accepted that the design of technology (or Human Computer Interaction) 
has to take into account a cultural dimension (Young, 2008), then surely we cannot accept that a uniform 
design to Learner Computer Interaction (my interpretation) is going to suit all learners. 
µ$ULFKHUDFFRXQWRIFKDQJHVLQDGROHVFHQWOHDUQLQJDQGVWUDWHJLFDQGVRFLDOEHKDYLRXUUHTXLUHVD
multi-disciplinary approach that recognises the complex interaction between genetics, brain 
VWUXFWXUHSK\VLRORJ\DQGFKHPLVWU\DQGWKHHQYLURQPHQW¶(Blakemore & Choudhury, 2006, p.308)  
 
So, rather than reflect learning theory, the use of ICT may well be both expanding our thinking and shaping its 
structure. This view is supported by Friesen, when in referring to the work of Biesta ((2006, p.17)  he observes  
µCertainly within educational  technology as a field, this trend (establishing new theories of learning) has 
exercised the strongest influence on  discourse as well as priorities and practice¶(2013, p.22).  Selwyn also 
observes the need to update theories of learning with a theory of connectivism (2010, p.15) first presented  as 
Dµ/HDUQLQJ7KHRU\IRUWKH'LJLWDO$JH¶ by Siemen when he observes that traditional theories, while valid, do 
not take account of modern developments in technology.  
Behaviorism, cognitivism, and constructivism are the three broad learning theories most often utilized 
in the creation of instructional environments. These theories, however, were developed in a time when 
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learning was not impacted through technology. Over the last twenty years, technology has 
reorganised how we live, how we communicate, and how we learn. Learning needs and theories that 
describe learning principles and processes should be reflective of underlying social environment. 
(Siemens, 2004, p.1) 
,QWHUHVWLQJO\KHXVHVWKHWHUPµUHRUJDQLVHG¶DQGWKXVDYRLGLQJµWUDQVIRUPHG¶He also offers a complex 
definition of connectivism but summarises it as:  
µ«the integration of principles explored by chaos, network, and complexity and self-organiza tion 
theories. Learning is a process that occurs within nebulous environments of shifting core elements ± 
not entirely under the control of the individual. (2004, p.3) 
This development of learning theory has met with some acceptance and is helping to re-define it. 
Learning is the creation and removal of connections between the entities, or the adjustment of the 
strengths of those connections. A learning theory is, literally, a theory describing how these 
connections are created or adjusted. (Downes, 2012, p.9) 
If the principles of learning apply to any individual in the process of acquiring new understanding, knowledge 
and skills then in the context of this work members of teaching workforce must be consider as learners in their 
own right. If we accept that teachers are µGLJLWDOLPPLJUDQWV¶(Prensky, 2001), the difficulty of (particularly) 
long serving professionals to embrace the potential of ICT may well have been overlooked, particularly when 
considering approaches to their professional development. 
So the learning of teachers needs to be added to the debate, faced with having both to use these new tools 
within their professional lives while at the same time coming to terms with their own skills deficit (Davis & 
Loveless, 2011). This work will review current evidence of both pupil and teacher experiences and add to it 
data from a BSF environment intended to allow all stakeholders to benefit from the positive impact of 
abundant ICT resourcing.   
2.5 Teacher Professional Development and ICT 
 
It must be said that BSF did attempt to, and largely succeed in, addressing some of the main hurdles in the 
wide spread use of ICT in schools, but these were largely those relating to infrastructure, equipment and 
reliability (Pelgrum & Law, 2003). Given the sums of money involved, both in capital and revenue terms that 
is the least that could be expected. Appropriate CPD is essential if teachers were to take advantage of new 
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resources and this was recognized, in principle at least, in the need to include the professional development of 
teachers as a key focus in BSF projects, underlined  by the dedicated CPD funding; a step in the right 
direction. 
Training teachers is a very expensive activity and hence, often much neglected in large-scale 
innovations. (Pelgrum, 2001) 
 There had been a realization that the teaching workforce had a skills gap with ICT as the last century ended. 
The MirandaNet project had, in 1999 summarized the factors that both supported and prevented ICT use (Cox 
et al., 2000).  £230m of lottery money was earmarked to close that skills gap via the New Opportunities Fund 
(NOF) training initiative.  However, there is little evidence that the design of the programme with what was 
RIWHQDµGLVWDQFHOHDUQLQJ¶PRGHOSURGXFHGVXFFHVVIXOoutcomes (Galanouli et al., 2004). Ironically, there was 
little thought given to the learning process in the design of what was, after all, an adult learning programme, 
consequently there is no surprise in findings that suggest future CDP should embrace a constructivist approach 
(Twining & McCormick, 1999) rather than the top down instruction model employed by NOF. This idea is 
support by the findings of the Ripple Project ( Mansell, 2011) that describes the almost organic development 
of a training model built around the concept of sharing of good practice amongst peers. 
,QGHHG2)67('¶VUHSRUWRIKLJhlighted the feeling that the NO)WUDLQLQJµFRQWLQXHGWRGLVDSSRLQW¶ 
(OFSTED, 2004, p.4) but  when schools provided their own training it was much more effective, a message 
that unfortunately  BSF structures seemed to miss or ignore. Becta commissioned research published a 
warning in 2004, just as they were beginning to advise PfS and participating schools that teacher confidence 
needed to be addressed if the ICT element of BSF was to be embraced;  
µ$YHU\VLJQLILFDQWGHWHUPLQDQWRIWHDFKHUV¶OHvels of engagement in ICT is their level of confidence in 
using the technology. Teachers who have little or no confidence in using computers in their work will 
try to avoid them altogether¶. (Jones, 2004, p.3) 
and that this confidence was affected by µWKHDPRXQWRITXDOLW\WUDLQLQJ¶. 
There was already a considerable body of evidence at the turn of the century (Mumtaz, 2000) about the 
barriers to teacher use of ICT along with clues as to what might work to remove them. When asked what they 
wanted, teachers rated local support that encouraged the use of ICT to achieve their own goals as key 
(Williams et al., 2000).  The MirandaNet report (Preston, 2004), while having a quality assurance focus, 
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reported some success, but only when the right chemistry of trainer type, school vision and committed 
teachers were key components. Focus on pupils was reported as being secondary due to the fact that teachers 
still struggled with their own skill set (Preston, 2004, p.51).  Later reviews are little different. Davis et al 
SURPRWHDQµRUJDQLF¶DSSURDFKWKDWµsupports an ecological view of the diffusion of ICT innovation in 
education¶(2009, p.861). If, as is suggested by Haydn and Barton that µWUDLQLQJWHDFKHUVWKURXJKGLVWDQFH
OHDUQLQJLQ,&7SURYHGWREHPRUHSUREOHPDWLFWKDQSROLF\PDNHUVHQYLVDJHG¶ (2007, p.365), then the reliance 
of BSF on simplistic training models seems naïve,  indeed some have described the it DVµXQKHOSIXO¶(Haydn & 
Barton, 2007).  As if to underline that they were clearly aware that barriers existed, in 2003 Becta had already 
published a 4 page summary that cited 8 key issues the research suggested prevented teachers embracing new 
technologies. Along with reliability and access to hardware, again teacher confidence and professional 
development figure highly (Becta, 2003), indeed the key role of teacher confidence in the change process was 
a recurring theme in many research findings of the decade (Lewin et al., 2009; Somekh, 2009; Underwood & 
Dillon, 2011). 
These findings are not confined to the UK. From a Belgian study comes the conclusion WKDWµIRUWKHPDMRULW\
RIWHDFKHUV,&7WUDLQLQJKDVRQO\FRQWULEXWHGWRDOHVVHUH[WHQWWR,&7LQWHJUDWLRQLQWRWKHFODVVURRP¶ 
(Tondeur et al., 2007, p.973) when a top down model is applied to CDP design. Although comparisons with 
similar research from, for example, the USA are not easy to make as their understanding of teaching and 
learning are somewhat different from our own, some concepts are international, like those of pedagogy and 
the measuring of success.    
µResearchers must consider increases in teachers' knowledge levels and elevating their  attitudes and 
confidence. Moreover, these constructs are tied not just to knowing how to use a particular piece of 
technology or software or to the belief students in the 2lst Century must engage with technology on a 
regular basis: they are also centrally tied to a teacher's understanding of pedagogy (i.e.. pedagogical 
content knowledge) and to how these various technologies can facilitate learning and achievement 
among students and to how to assess the various outcomes of learning in these contexts¶. (Lawless & 
Pellegrino, 2007, p.596) 
 
There is an early conclusion emerging that the BSF programme, although seemingly embracing the need for 
teacher professional development, failed to take notice of two key evidence bases. Firstly how teachers learn 
and the barriers to that process, and secondly the often failed attempts at CPD programmes of the (recent) 
past. All too often staff training in ICT is dealt with in isolation rather than holistically, and as Mainka relates: 
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µ «leave staff feeling alienated and unable to apply the facilitator¶s hierarchical PowerPoint slide 
SUHVHQWDWLRQWRWKHLURZQDUHDVRISUDFWLFH¶DQGQRWµPDNLQJVWDIIGHYHORSPHQWIRUWHFKQRORJ\DQ
LQWHJUDOSDUWRIDFDGHPLFV¶OLYHV¶(2007).  
Too little about individual teachers is taken into account. Adding computer technology to the everyday life of 
professionals who already have considerable pressure being applied from internal and external sources causes 
µWXUEXOHQFH¶ (Day et al., 2006, p.613) and  is unlikely to lead to positive outcomes ZLWKRXWµPHGLDWLRQ¶
(Subramaniam, 2007, p.1068). Adding to that was the fact that familiar old school buildings were to close in 
July and their activities transferred to new ICT rich ones in September, a process and time scale that added 
multiple pressures to everyone involved. 
Management consultants McKinsey were first commissioned to investigate the woUOG¶VEHVWVFKRROVWRILQG
out what made them tick in 2007 (McKinsey, 2007); the report was updated at a later date.  The researchers 
came to the conclusions that three features were common the top school systems: 
1. getting the right people to become teachers; 
2. developing them into effective instructors; 
3. ensuring that the system is able to deliver the best possible teaching to each child. 
 
$OWKRXJKWKHXVHRIWKHWHUPµLQVWUXFWLRQ¶LVYDOXHODGHQDQGLPSOLHVDWUDQVPLVVLRQDSSURDFKWRWeaching and 
learning, these three findings sit well within the structure of this work in that it supports the need to look at 
how well the teaching workforces was prepared for the delivery of the ideals of BSF, how well they were 
supported as they moved into a technology enriched environment and how fit for purpose that environment 
was. Interestingly, µ7KH9DULDWLRQVLQ7HDFKHUV¶:RUN/LYHVDQGWKHLU(IIHFWV on Pupils¶ (VITAE) research 
commissioned by the Department for Education and Skills (DfES) and conducted between 2001 and 2005 
FRQFOXGHGWKDWOHVVFKDQJHDQGWXUPRLOLQWHDFKHUV¶OLYHVZRXOGLPSURYHWKHLUHIIHFWLYHQHVV (Sammons et al., 
2007). 
Up to this point I have almost assumed an instructional approach to CPD that ignores the role emotion plays in 
learning as supported by current neuroscience research (Hinton et al., 2008) which, along with the well-
established principle (and the biochemistry behind it) that stress disrupts learning (McEwen & Sapolsky, 
1995). The reality was that a large proportion of teachers were not emotionally involved with the BSF project 
and a significant number were stressed by the thought of the pressure to embrace their new technology rich 
environment, much of which they judged to be beyond their influence.  
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Afshari et al (2009) FDWHJRULVHIDFWRUVDIIHFWLQJWHDFKHUV¶XVHRI,&7DVµnon-manipulative and manipulative 
VFKRRODQGWHDFKHUIDFWRUV¶ (2009, p.79). Non manipulative factors are;  
µ..factors that cannot be influenced directly by the school, such as age, teaching experience, computer 
experience of the teacher or governmental policy and the availability of external support for schooOV¶
(2009, p.80), 
while manipulative factors refers to; 
 µthe attitudes of teachers towards teaching and ICT, ICT knowledge and skills of teachers, 
FRPPLWPHQWRIWKHVFKRROWRZDUGVWKHLPSOHPHQWDWLRQSURFHVVDQGDYDLODELOLW\RI,&7VXSSRUW¶, 
thus inferring that teachers use of ICT can be affected by internal and external factors. In referencing a report 
from the USA (NCATE, 1997) they offer the observation; 
µthat teachers with fewer years of experience were more likely to use computers in their  classes than 
teacherVZLWKPRUH\HDUVRIH[SHULHQFH¶ (2009, p.80). 
This conclusion pre-dates the digital native debate but does in some ways reflect its premise that the next 
generation of teachers may be more at home with technology in the classroom that their predecessors. 
Burke illustrates how teacher training and in-VHUYLFHWUDLQLQJZDVDµFULWLFDOHOHPHQW¶ in  post war (1945-1974) 
developments and uses the term transformation (2010, p.69) although within a grounded approach to 
incremental change, a time and capacity luxury teachers in BSF schools were largely denied, or at least have 
been since the opening of their new schools and the publication of this work. What was lacking then (and 
remains so) are the systems and resources to allow for the development of formal and informal professional 
networks that are so important in the professional development of teachers and educations leaders. As the 
educational historian Cunningham points out µZHVWLOOQHHGWRDFFRXQWIRUKXPDQLQWHUFRXUVHDQGDFWLYLW\LQ
WKHSURPRWLRQRIHGXFDWLRQUHIRUP¶(2001, p.433). 
The observations of Somekh are also worthy of note and should give teachers some comfort; 
µ5DWKHUWKDQWHDFKHUVEHLQJVRPHKRZWREODPHIRUWKHODFNRISHGDJRJLFDOWUDQVIRUPDWLRQZKHQ,&7
is introduced, (this chapter will argue that) the failure lies with both policy-makers and evaluators 
ZKRKDYHOLWWOHXQGHUVWDQGLQJRIWKHSURFHVVRIWHFKQRORJLFDOLQQRYDWLRQ¶(2009, p.450) 
Starved of funding for CPD from the considerable BSF capital, schools constructed their usual internal 
µFRPPXQLWLHVRISUDFWLFH¶PRGHOVWKDWKDGVHUYHGWKHPZHOOWKURXJKRWKHUWLPHVRIFKDQJH(Preston & Cuthell, 
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2007).  Rarely did they go beyond the boundaries of their own organization for CPD and never was funding to 
support it obtained from the BSF budget.  
 
So, I believe we still have a poorly defined structure for teacher CPD that is yet to embrace the requirements 
and systems of the 21st century (Leask & Younie, 2010).  It is unlikely that any top down model will succeed 
without taking account of µFRQWH[WXDOLQHUWLD¶DQGsensitivity WRµWHDFKHUV¶SHUVRQDOPLVVLRQ¶ (Goodson, 2001, 
p.53). Certainly CPD on the use of ICT leaves teachers feeling at best disappointed and at worst let down. 
However, based on what we do know about professional development programs in this area (ICT), it 
is highly likely that the quality of the training offered to them leaves much to be desired. (Lawless & 
Pellegrino, 2007, p.578) 
So, without putting the expectations of the use of ICT in their teaching into context and adequate training to 
support its use  teachers simply acquire µDQDSSURSULDWHOHYHORISURILFLHQF\¶(Edwards, 2012, p.86), what I 
will refer tRODWHUDVWKHLUµFRPIRUW]RQH¶OHDYLQJOLWWOHFKDQJHLQHVWDEOLVKHGµWHDFKHUFHQWHUHG¶SHGDJRJ\
(Gibson, 2001, p.41) DQGJRLQJDJDLQVWWKHKRSHRIµthe integration of ICT (being) associated with a shift 
from instructivist to constructivist philosophies of teaching and learning¶(Afshari et al., 2009, p.98). 
 
Collectively, this literature review appears to highlight more questions than it offers answers or explanations. 
In fact I would argue that a recurring theme is one of conflict between agendas and ideologies. Firstly, what is 
still to be resolved is the educational conflict between traditional practices and transformation, secondly 
comes the difference in principles between those of the market versus public service, thirdly the clash between 
published research evidence and the detail of government policy and legislation and lastly the conflicting 
pressures on the capacity teachers have to respond to a constant stream of new expectations in the climate of 
accountability.    
7RIXUWKHUTXRWH$IVKDULHWDODQGWKHLUFRQFHSWRIµPDQLSXODWLYHIDFWRUV¶ 
µTeachers must have opportunities to study, observe, reflect, and discuss their practice including their 
use of ICT, in order to develop a sound pedagogy that LQFRUSRUDWHVWHFKQRORJ\¶  (2009, p.84) 
This highlights the need to consider teachers as learners, specifically here in the use of ICT. As such their 
ZPD (on page 39) in this context needs to be a concept around which CPD is designed in order, as Nyikos et 
DOVWDWHWRDOORZIRUµVFDIIROGHGJXLGDQFH¶ZLWKRXWZKLFKVXFFHVVZLOOEHOLPLWHG 
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µ2QHSULPDU\REVHUYDWLRQDULVLQJLVWKDWZLWKRXWDVWURQJO\VXSSRUWLYH social component the potential 
IRUOHDUQLQJRU=3'IRUERWKWKHLQGLYLGXDODQGWKHJURXSZDVUDGLFDOO\XQGHUPLQHG¶(1997, p.516) 
 
3 Chapter 3: Research Methods 
3.1 Research Background 
 
As a student of Zoology at Newcastle University I was drawn to the study of animal behaviour and was the 
only undergraduate on the Newcastle University 1974 Expedition to Kenya. Our group of 3 was to study the 
behaviour of a family of social fish species living in coral heads. For this we dived twice a day in all 
conditions. While I wrestled with the current research methods, I cannot help reflect that none of the problems 
I have experienced will match trying to make objective observations (and write them down) while bobbing up 
and down in a sea swell, one mile from the shore, in water that had recently recorded the catching of a 2 metre 
tiger shark.  Although we spent hours recording behaviours in quantitative categories, it was the late evening 
(qualitative) conversations, when data was discussed and observation were shared under mosquito nets that 
added the colour and detail to the final report.  I was left with the firm belief that it was possible to observe the 
most complex social interaction in diverse situations, and using the right methodologies, obtain empirical 
evidence and make sense of it. 
 
It was twenty years later before I was able to pick up another research opportunity. I was drawn to the 
Newcastle University¶V&HQWUHIRU(YDOXDWLRQDQG0RQLWRULng (CEM) initiative that had developed 
quantitative tools to assess school performance at the pupil level that took, for the first time, prior attainment 
data and plotted that against future attainment. With country wide data sets they could calculate national 
norms and compare those with individual student, school, subject or teacher outputs. Although I did not know 
it at the time, the road to school league tables and contextual value added measures was under construction. 
Through my 0DVWHU¶V'HJUHHZRUN (Haw, 1996)  I was able to renew my acquaintance with statistics and 
broaden my understanding of research methods. In choosing to study the impact of OFSTED on school 
improvement from the perspective of the classroom teacher I got close to the feelings of practitioners as all of 
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our local schools went through their first inspections. I designed the research on the impact of the first round 
of Ofsted inspection using a quantitative instrument, EXWLWZDVWKHµRSHQ¶UHVSRQVHVDQGXQ-planned 
conversations that provided the most insight. For the first time I was beginning to open my thinking to mixed 
methodologies. I graduated with distinction. 
Currently working as a Deputy Head Teacher in the evaluation of teaching and learning and school 
improvement it is clear to me that while the analysis of performance of school that produces league tables 
gives details of value added attainment, it is the observation of teaching and learning and conversations with 
teachers and learners that really explain what is happening and why, such is the complexity of what happens 
in the classroom  (Wragg, 1999).  
Inevitably my previous experiences have had a major influence on the planning and implementation of this 
work. I believe there is a clear need for educational research to be sufficiently robust  and reliable to influence 
education policy and practice whenever possible. The title and intentions of this work are almost a progression 
from my previous research; the impact of the first wave of Ofsted inspections on school improvement. Again I 
intended to look at the impact of a major piece of government legislation and investment on school 
improvement, from the perspective of those in the classroom. The problem here was scoping a project big 
enough to achieve meaningful outcome while keeping it manageable; BSF was a massive project with high 
expectations, delivered within the context of an increasingly turbulent education sector. Perhaps I should not 
even have entertained the idea considering; µ7KHPRUHSUogrammatic a change, the less comprehensive an 
RYHUYLHZLVIHDVLEOHVLQFHQRLQGLYLGXDOFDQVKDUHWKHH[SHULHQFHRIHYHU\RQHLQYROYHG¶ (Wallace, 2008, p.7). 
3.2 Research Question 
 
Deciding upon specific research questions was not without challenge.  Prior to Building Schools for the Future 
there were many studies on the impact of ICT on teaching and learning adding to a growing body of evidence 
around the use of ICT in education that goes back over 20 years; however it has been an uphill task for 
researchers to keep up with the pace of change, both in terms of education and technology.  For example, 
Perry summarised the impact of handheld devices (called PDAs then) in secondary schools settings (2003) 
and, as we have seen, Passey et al. (2004) studied the impact of ICT investment on intermediate outcomes, in 
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particular pupil motivation. Not surprisingly they were both able to find many examples of positive effects. 
However, this and many other studies were conducted prior to BSF in areas of limited investment where 
expectations were at a much lower, localised level. Transformation of teaching and learning on the scale 
expected by BSF was certainly not one of them (Hennessy et al., 2005) perhaps because the focus was on the 
technology not on the teacher and pupil. Amongst the work on school environments are many references to 
ICT and in particular its role in engaging students (John & Sutherland, 2004; Newhouse, 2002; Passey et al., 
2004; Underwood et al., 2008).While some authors do try and consider the impact on learning, the output 
measures relate largely to basic attainment statistics (Somekh et al., 2007). As yet, there has been little 
published material on the transformational use of ICT in projects of the size of BSF.  
The first Annual Report evaluating BSF produced by accountants PricewaterhouseCoopers was published in 
2007 (PricewaterhouseCoopers LLP, 2007). The Literature Review from the Technical Report is also 
available as a separate document and runs to 6 pages. They conclude with 5 lessons learned: 
x Learn from best practice and share information; 
x Effectively consult all stakeholders; 
x Ensure appropriate resources in terms of finance, time and people; 
x Provide and make effective use of appropriate guidance and information; and 
x Ensure greater involvement of educationalists. 
 Two subsequent BSF reports were published (PricewaterhouseCoopers LLP, 2008; 2010). Each tried to 
gather information on the impact and successes of BSF. Having been part of their data sample and granted 
access to the full reports before publication and although cannot disagree with headline advice, I was struck 
by how generalized were their conclusions, so it became my intention to use my unique position to investigate 
the impact of the ICT component of the BSF process from the point of view of teachers and learners.Thus the 
main research questions of this work evolved to ask: 
To what extent and in what ways has the investment in ICT made by BSF helped  transform teaching and 
learning and what are the perspective of this from the three main stakeholder groups; those leading, those 
teaching and those learning? 
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3.3 Research Methodology 
µ,WLVLQFXPEHQWRQTXDOLWDWLYHUHVHDUFKHUVWRGRFXPHQWWKHLUUHVHDUFKSURFHGXUHLQGHWDLOIRU
UHOLDELOLW\WREHFDOFXODWHG¶(Basit, 2010, p.70) 
 The Research Landscape in the Context of Education 
Designing a long term research project in any education context can prove challenging as the landscape 
continually changes. This project had the potential to be a classic example of that reality; within 12 months of 
the beginning of this work a new coalition government cancelled the BSF programme, almost overnight. Of 
the schools I had selected to work with, unfavourable OFSTED reports and changes of Head Teacher altered 
the priorities in 5 of the schools. Adapting the project to respond to these external pressures proved a 
challenged to its very existence, a situation that is reflected upon later in this report. A further threat was to 
follow. TKHILUVWPRQWKVRIWKHVFKRROV¶FRQWUDFWZLWKWKH0DQDJHG6HUYLFH3URYLGHUZHUHIUDXJKWwith 
issues of poor functionality that left schools feeling at best disappointed and at worst litigious. Payments were 
withheld, refunds offered in compensation and legal teams engaged. None of this helped schools to feel 
anything other than let down by ICT, considering the visions they had been encouraged to write. As Wallace 
points out: 
µ9LVLRQDU\UKHWRULFLVHVSHFLDOO\YXOQHUDEOHWRVHPDQWLFLURQ\7KHUHLVDGHVLJQHG-in disjunction 
between the lofty aspirational rhetoric and the more humdrum organizational reality that is 
H[SHULHQFHG¶ (2008, p.5) 
  
Consequently, expectations were high and promises had been made, but very little was actually delivered. In 
this climate any approach asking questions about the transformational impact of ICT elicited short replies of 
little use as research data. A crucial block to the success of ICT in schools, that of reliability, was to have been 
addressed by MSPs. Instead Head Teachers felt that far from teething troubles, the service was fundamentally 
flawed in its design and hardly fit for purpose. Teachers felt this and pupils were able to observe and articulate 
WKHLUWHDFKHUV¶IUXVWUDWLRQV This caused me to reflect on how much of an under-used resource pupils are. 
Perhaps we should all use them more as researchers rather than passive recipients (Goodson, 1999, p.295). As 
a result of poor functionality it was 12 months into the programme (and this research) before the ICT 
provision was considered robust enough to have an impact. However, those early experiences cast a long 
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shadow that hung over the Partnership, ended after  its 5th year. Teaching and learning had, if anything 
suffered rather than felt transformed as teachers vociferously reported difficulties through both formal and 
informal channels. Such was the concern that the CEO of the MSP paid us a personal visit to apologise for the 
poor quality of key parts of the service. Shortly afteUZDUGVKHµPRYHGRQ¶ 
 Evolving a Methodology 
Too often the education process itself is treated as a series of black boxes (Cuban, 2013, p.8; Black & Wiliam, 
1998), where we only measure the inputs and output. In this study there would be the need to get inside a 
number of those boxes, be they schools, classrooms or the heads of individuals. Far from being controlled, 
controllable and predictable the changes expected (and to be measured here) are more likely to be governed by 
complexity (Wallace & Pocklington, 2002, p.25). 
µ2QHRIWKHPRVWSURIRXQGUHVXOWVRIFRPSOH[V\VWHPUHVHDUFKLVWKDWZKHQV\VWHPVDUHKLJKO\
complex, individuals matter.¶ (Bar-Yam, 2005, p.10). 
 
,QRUGHUWRFRQGXFWUHVHDUFKLQHGXFDWLRQZHQHHGWRµFRQTXHUHQRUPRXVFRPSOH[LW\¶(Berliner, 2002, p.20) 
and as such a whole range of research methodologies must be embraced. 
µ7KHUHIRUHHWKQRJUDSKLFUHVHDUFKLVFUXFLDODVDUHFDVHVWXGLHVVXUYH\UHVHDUFKWLPHVHULHVGHVLJQ
experiments, action research, and other means to collect reliable evidence for engaging in unfettered 
DUJXPHQWVDERXWHGXFDWLRQLVVXHV¶ (2002, p.20) 
 
%6)¶VWKLQNLQJZDVFOHDUIURPWKHVWDUW ICT would transform teaching and learning (Fig.1, page 9), 
consequently it should have been posVLEOHWRGHVLJQDSURMHFWWRLQYHVWLJDWHLWDVDVLPSOHµFDXVHDQGHIIHFW¶
model. A positivist approach to the research could deliver findings to back it up (or refute it). This would 
UHTXLUHDQREMHFWLYHYLHZRIHYLGHQFHEDVHGRQµEHIRUH¶DQGµDIWHU¶REVHrvation, there being no potential for a 
control group. However, this would result in a study that resembled the much criticised  OFSTED model 
(Alexander, 2013; Fielding, 2001; Shaw et al., 2003), in that a lesson, once observed, being graded with 
µWUDQVIRUPDWLRQ¶VFRUHVDQGXOWLPDWHO\VFKRROVEHLQJJLYHQVXPPDWLYHJUDGHV6RDSRVLWLYLVWDSSURDFKVLWV
very uncomfortably in this context (Cohen et al., 2007, p.11) where as a post-positivist, interpretive 
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PHWKRGRORJ\WKDWDFFHSWVµVRFLDOUHDOLW\LVFRQVWUXFWHGDQGLWLVFRQVWUXFWHGGLIIHUHQWO\E\GLIIHUHQW
indLYLGXDOV¶( Gall et al., 1995, p.19) would be more suited.  
 
Approaches to research methods in education have long been debated (Cohen et al., 2007) with what seems 
like a permanent conflict (Onwuegbuzie & Leech, 2005)  between the values of two polarized methodologies,  
µThroughout the 20th century, an uncompromising rift has prevailed between quantitative and 
qualitative researchers¶ (Onwuegbuzie & Daniel, 2003, p.5) 
DGLYLVLRQIUDXJKWZLWKWKHµSROLWLFVRIOHJLWLPDF\¶(Hughes, 2006) that I believe, is a symptom of an 
underlying lack of confidence in qualitative methods. 
 Such a division seems counter-SURGXFWLYHLIWKHDLPRIUHVHDUFKGHVLJQLVµVFDIIROGLQJ¶WRµSURYLGH
UHVHDUFKHUVVWDELOLW\¶WRGRµWKHLURZQEXLOGLQJ¶(Crotty, 1998, p.2), and yet the research community seems to 
anguish over the relative merits of different methodologies (Adams & Roulston, 2006).  Surely a more 
pragmatic approach to research design would be more productive? $IWHUDOOµHSLVWHPRORJLFDOSXULW\GRHVQRW
JHWUHVHDUFKGRQH¶(Miles & Huberman, 1984, p.21). 
 7KHPHULWVRITXDQWLWDWLYHPHWKRGVKDYHORQJEHHQHVWDEOLVKHGDVµVFLHQWLILFDQGREMHFWLYH¶(Hughes, 1997) 
and its statistical methodologies alone considered as synonymous with research; µ5HVHDUFK then as it comes to 
EHNQRZQSXEOLFO\LVDV\QRQ\PIRUTXDQWLWDWLYHUHVHDUFK¶ (Bogdan & Biklen, 1998, p.4). The reality is it is 
just as possible for researchers to design and carry out quantitative research with fundamental flaws (Long, 
1988)0DUN7ZDLQFUHGLWHG%HQMDPLQ'LVUDHOLZLWKWKHSKUDVHµOLHVGDPQHGOLHVDQGVWDWLVWLFV¶LQWKHth 
Century. Onwuegbuzie catalogues a number of typical errors in quantitative research methodology and 
SRQGHUVRQKRZPXFKµSXEOLVKHGHGXFDWLRQDOUHVHDUFKLVLQYDOLG¶(Onwuegbuzie & Daniel, 2003, p.35). 
Meanwhile, the status of qualitative design has been represented by opposing views; in one year it was seen as 
µPDWXUHDQGWKULYLQJ¶(Denzin et al., 2006, p.778) RUµLQTXLWHDVWDWH¶(Wright, 2006, p.793). The struggle 
appears to be around validity, reliability and triangulation (Winter, 2000). Thankfully, redefining these 
FRQFHSWVDVµWUXVWZRUWKLQHVVULJRUDQGFRQYHUJHQFHIURPPXOWLSOH VRXUFHV¶(Golafshani, 2003, p.602)  has 
moved the debate on. However, even after offering tables of validity criteria and techniques, Whittemore et al 
VWLOOFRQFOXGHµIXUWKHUGHYHORSPHQWRIYDOLGLW\FULWHULDUHTXLUHVRQJRLQJGLDORJXH¶(2001, p.535). Creswell and 
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0LOOHURIIHUµYDOLGLW\SURFHGXUHV¶(2000, p.126) to help researchers like myself feel confident that their work 
will stand up to scrutiny. 
 
7KHUHDOLW\LVERWKPHWKRGRORJLHVKDYHWKHLUVWUHQJWKVDQGZHDNQHVVHVWKH\DUHµGLIIHUHQWEXWRQHDSSURDFKLV
QRWVXSHULRUWRWKHRWKHU¶(Carr, 2008, p.716),IZHSXWDVLGHWKHGLFKRWRP\DQGHPEUDFHDQµHSLVWHPRORJLFDO
FRQWLQXXP¶(Onwuegbuzie, 2002, p.518), then it is possible to see how quantitative and qualitative 
methodologies can be complimentary and combined in one study (Onwuegbuzie & Leech, 2005). 
 A significant proportion, but not all (Symonds & Gorard, 2010) of those researching in social science 
FRQWH[WVDFFHSWDµPL[HGPHWKRG¶RUµPL[HGGHVLJQ¶DVDYDOLGDQGSRZHUIXODSSURDFK(Hammond, 2005) 
ZKHUHTXDOLWDWLYHDQGTXDQWLWDWLYHGDWDDUHVHHQDVµFRPSOLPHQWDU\¶(Brannen, 2005, p.12) DQGµSURYLGHD
EHWWHUXQGHUVWDQGLQJRIUHVHDUFKSUREOHPV¶WKDQHLWKHUDSSURDFKFRXOGRQLWVRZQ(Creswell & Clark, 2010, 
p.12) even though there are issues to be aware of (Bryman, 2006). As Johnson and Onwuegbuzie claim, 
µ0L[HG0HWKRGV5HVHDUFK$5HVHDUFK3DUDGLJP:KRVH7LPH+DV&RPH¶ (2004, p.14). 
 The reality for me therefore was that a mixed method (Hakim, 2000) (Onwuegbuzie & Leech, 2005) (Basit, 
2010, p.17) would best serve this work, although qualitative data was to form the major part. This follows my 
increasing belief that only by gathering the detail of individual experiences is it possible to understand the 
lived experience of stakeholders. Such an approach has rapidly gained support and credibility in social science 
research. 
µAll human and social activity is contextual, and that the context is fundamental in determining the 
nature of any phenomenon which is investigated¶.  (Hodkinson, 2002, p.450) 
 
7KHQRWLRQRIµWHOOLQJEHWWHUVWRULHV¶DVGHVFULbed by, for example Hodkinson, (2004) and Elliott (2005) clearly 
challenges the fact that sampling and analysis should be the prime mover in a context were social, cultural and 
emotional values predominate and affect outcomes. This resurgence in both the value of, and confidence in, 
qualitative data is further developed by Gardner & Galanouli (2004) DQGDOORZV&UHVZHOOWRFODLPµthat today 
qualitative research is legitimate in its own right and does not need to be compared to achieve respectability¶
(2007, p.16). However, it does need to be rigorous in its own way (Creswell & Miller, 2000; Winter, 2000). In 
a different but parallel publication he also supports the use of mixed method in order to LPSURYHWKHµRYHUDOO
VWUHQJWKRIDVWXG\¶ (Creswell, 2008, p.4). 
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The result was I felt I needed to develop a methodology that, while embracing some of the scientific method 
and the collection of empirical data, would include a strong interpretivist dimension that gathers and describes 
LQGLYLGXDOV¶EHKDviours within and the understanding of their world. 
 
 Design 
This sub-section is crucial in understanding how external pressures determined the design of this work, 
resulting in a mixed method case study, conducted by an insider, with action research potential. The challenge 
was to design a manageable project with enough scope to generate data that would stand up to tests of validity 
and reliability (see 3.4.5) with a methodology that took into account both the complexity and uniqueness of 
this situation; in a volatile landscape. :KLOHRIIHULQJµ7HQ6WHSV¶WRIROORZLQUHVHDUFKGHVLJQ,ZDV
SDUWLFXODUO\GUDZQE\&KHQDLO¶VDGYLFHWRµNHHSLWVLPSOH¶(2011, p.1717) 
A fundamental need at the outset was to construct the concept RIµWUDQVIRUPDWLRQ¶DQGHYDOXDWH it (see 1.5  and 
2.1). This was possibly the most difficult task of all, to further quote DraSHUDQG1LFROµTransformation is a 
perception, and stakeholders seldom share it¶ (Draper & Nicol, 2006, p.1). It was unlikely that this concept 
would be viewed or understood in the same way by those asked to participate in this work and yet it would be 
by their understanding of it that responses to questions would arise.  
Is it better? What do we mean by better? Are my lessons better? Who is the judge of that? Is it 
different or very different? Have I learnt more? How will that be tested? Have I enjoyed it more? Has 
that enjoyment lead to improved attainment? In this population? Compared to the previous 
population? 
 
The possible questions are endless. So, what questions would be asked and to whom would be key 
(P3,4,5&6). 
However, I was certain of one thing; at a national level transformation would continue to be measured using 
instruments already in place. Attainment data, attendance figures and league tables, VA (Value Added) 
statistics and the size of the NEET (Not in Education, Employment or Training) population will always figure 
strongly. Indeed the Guardian newspaper of July 2012 reported such findings that had not been made public. 
µThe report, which has now been disclosed under Freedom of Information legislation, says that 
schools rebuilt under BSF showed "significant" improvements in exam results and declining truancy¶ 
(Vasagar, 2012) 
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 From the Inside 
Having been seconded to work for the LA, for two days a week (P4.2) to assist in the transformational process 
there was an expectation that I would work with schools, teachers and learners. Consequently on the surface at 
least, access as a researcher was not an issue; neither was my opportunity to stay engaged.  All of the 
professionals I contacted for this work knew me well; they were familiar with my own situation.  I had (and 
still do) worked with them in a variety of capacities over a number of years. As part of the secondment I had 
delivered INSET (P4.3) and offered support around the implementation of the BSF programme. I was an 
µLQVLGHU¶DWHYHU\OHYHO 
The issues IRUUHVHDUFKHUVZRUNLQJZLWKLQWKHLURZQµVRFLHW\¶KDYHORQJEHHQGRFXPHQWHG%XUJHVV(1984, 
pp.21±22)  reflects on the nature of studying a too familiar setting. The positive and negative aspects of 
ZRUNLQJDVDUHVHDUFKHUIURPµWKHLQVLGH¶KDG to be accepted as a key influence on this work (Sikes & Potts, 
2008)6P\WKDQG+ROLDQQRWHWKDWUHVHDUFKIURPZLWKLQLVµGLIIHUHQWQRWZRUVHRUEHWWHU¶DQGµZRUWKZKLOHDQG
VSHFLDO¶RIIHULQJµDXQLTXHSHUVSHFWLYH¶EHFDXVHRIWKHUHVHDUFKHUV¶µXQLTXHSHUVSHFWLYHDQGNQRZOHGJHRf the 
KLVWRU\DQGFXOWXUHRIWKHSHRSOHDQGLQVWLWXWLRQLQYROYHG¶(2008, pp.35±37). 
Robson goes further in the advantages accorded to the insider; 
µ<RXGRQ¶t have to travel far. Generally you will have an intimate knowledge of the context of the 
study, not only as it is at present but in a historical or developmental perspective. You should know 
the politics of the institution, not only of the formal hierarch\EXWDOVRKRZLWµUHDOO\ZRUNV¶RUDW
least, an unexamined commonsense view of this). You will know how best to approach people. You 
VKRXOGKDYHµVWUHHWFUHGLELOLW\¶DVVRPHRQHZKRZLOOXQGHUVWDQGZKDWWKHMREHQWDLOVZKDWLWVVWUHVVHV
and strains are. In general, you will already have in your head a great deal of information which it 
takes an outsider a long time to acquire¶. (2011, p.297) 
 
However, as the insider I would need to be DEOHWRPDLQWDLQDµFULWLFDOGLVWDQFH¶(Drake & Heath, 2011, p.5). 
With insider research there is always the need to consider the complexity that ethical issues add in planning 
and executionSDUWLFXODUO\LQWKLVFDVHZKHQµSHUVRQDODQGSURIHVVLRQDOUHODWLRQVKLSVZLOOQHHGWREH
VXVWDLQHG¶ (Floyd & Arthur, 2012, p.9). Ethical issues related to insider research are well documented (Floyd 
& Arthur, 2010; Taylor, 2011; Unluer, 2012) and as such I needed to be fully aware of their implications 
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throughout this work, particularly when conducting interviews with my own colleagues and observing their 
lessons. 
The secondment had put me right at the centre as a key player in the change process relating to BSF and ICT 
and required a close working relationship with the participants.  The least that those who provided the funding 
and time would expect was feedback on how they could best use ICT investment, wherever their resources 
were to come from in the future. In fact as the contract with the MSP reached its halfway point I was already 
involved, at a Local Authority strategy level, on the assessment of its success and planning for what happens 
in 2014 when the current contract expires. I will potentially remain an insider long after this work is complete. 
 This study could have been seen as moving marginally into action research territory and in many ways the 
original plan was very much embedded there. Cohen et al (2007) list teaching methods, learning strategies, 
and CPD amongst key areas in which action research can have an impact. In the same text (p299) they quote 
from Hult and Lennung (1980)  and McKennan (1996) and list 22 characteristics of action research that 
almost match exactly the fusion of my secondment and this research. Unfortunately, the cancellation of BSF 
removed the potential to engage with schools officially in the next phase and use the findings from this one to 
complete several cycles of research and action. However, I remained involved at Local Authority strategy 
level and the potential of making professional impact remains intact, particularly in relation to my own 
organisation.  
 
 Towards a Case Study  
In trying to distil all of this evidence into a coherent practical plan I was mindful of SiOYHUPDQ¶V observation 
that beginning researchers can be  µWRRDPELWLRXV¶ (2006, p.30). Helpfully, Creswell takes what he calls a 
µEDIIOLQJQXPEHURIFKRLFHVRIDSSURDFKHV¶(2007, p.6) and distills them to 5. This work falls clearly into his 
GHVFULSWLRQRIDµFDVHVWXG\¶ 
Case study; an issue explored through one or one or more cases within a bounded system, setting or 
FRQWH[W¶(2007, p.73) . 
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&DVHVWXGLHVDFFRUGLQJWR6WDNHKDYHµEHFRPHRQHRIWKHPRVWFRPPRQZD\VWRGRTXDOLWDWLYHUHVHDUFK¶
(2005, p.443)DOWKRXJK<LQLQKLVLQWURGXFWLRQVXJJHVWVWKHLUGHVLJQLVWKHµZHDNVLEOLQJ¶WKHXVHRIZKLFKµLV
RQHRIWKHPRVWFKDOOHQJLQJRIDOOVRFLDOVFLHQFHHQGHDYRXUV¶(2003, p.1). However he does, in later work offer 
advice on design that this work embraced (Yin, 2008). 
,IDV*LOOKDPGHVFULEHVDµFDVH¶DV 
x a unit of human activity embedded in the real world; 
x which can only be studied or understood in context; 
x which exists in the here and now; 
x that merges in with its context so that precise boundaries are difficult to draw; 
 
DQGFDQEHµDQLQGLYLGXDODJURXSDQLQVWLWXWLRQDFRPPXQLW\¶RU¶PXOWLSOHV¶RIWKHVH(Gillham, 2000, p.1) 
then this work can clearly considered to be one. 7KHFRQWH[WLVFUXFLDOKHUHDQGWKHUHIRUHGHILQHVWKHµFDVH¶. 
Although there were BSF projects taking place all over the country, there was little attempt to link them up in 
any way except at the highest strategic level, they all developed at a local level, one outcome of which was 
criticisms of the huge amount of money wasted on procurement and design costs alone. Each operated as an 
entirely separate entity. There were three neighbouring LAs in my region alone at varying stages of BSF 
development. Not once were they encouraged to talk to each other or share their experience; each ended up 
with completely different solutions. This fact helped to define the boundaries of this work. Even within our 
own BSF project individual schools became autonomous once the MSP had been appointed. This drew my 
research boundaries even tighter. However, considering the reliability and validity issues discussed above, it 
became important not to design the work around only one school. Varying amounts of data were collected 
from three BSF Partnership schools WRHQVXUHµFUHGLELOLW\DQGWUXVWZRUWKLQHVV¶(Creswell & Miller, 2000, 
p.126).  
However, my own school would be the primary organisation at the centre of this work. A successful 11-16 
state comprehensive school in the North East of England, it grew from slightly below average size (970 
SXSLOVWRDERYHSXSLOVGXULQJWKHWLPHVFDOHRIWKHVWXG\3XSLOVZHUHGHVFULEHGDVµRIEURDGO\DYHUDJH¶
ability on intake but leave ZLWKDWWDLQPHQWOHYHOVµZHOOabove national averages¶XVLQJschool league table 
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measures. Statistic record the VFKRRODVDOPRVWXQLYHUVDOO\µ:KLWH%ULWLVK¶ZKLOH the number of pupils with 
µSpecial Educational Needs¶ LVDERYHWKHQDWLRQDODYHUDJHODUJHO\GXHWRWKHVFKRRO¶VLQFOXVLYHHGXFDWLRQ
policy and a provision for pupils with physical disabilities. Ofsted dHVFULEHWKHVFKRRODVµJRRG¶, and 
SDUWLFXODUO\FRPPHQWXSRQWKHTXDOLW\RIWHDFKLQJOHDGHUVKLSDQGFXUULFXOXPSURYLVLRQ7KHVFKRRO¶V
µ,QFOXVLYH(WKRV¶LVUHFRJQL]HG and applauded. 
The final design was therefore based on case study principles employing mixed methods of data collection 
carried out by an insider, with the potential for action and improvement in the traditions of action research. 
 
3.4 The Plan 
Despite the dramatic changes to the local BSF landscape since the original research plan was proposed, the 
basic research methodology of the original proposal remained unchanged.  The collection of qualitative data 
through a series of semi- structured interviews with all stakeholder groups (Head Teachers, teachers, pupils 
and ITT students) was conducted over a period of 2 years.  
There was little, if any, evidence collected on what the impact of ICT was in these schools before BSF. 
Schools would also go through a transition and development period during and after BSF, there would be no 
VSHFLILFµHQGSRLQW¶WR collect data, although repeated attempts were made by PFS (PricewaterhouseCoopers 
LLP, 2010). 
 Early Exploratory Research 
In 2007 I had devised a questionnaire based study at the early stages of BSF implementation, 12 months 
before this work was proposed. It ran with some success and was the seed that germinated into this work (P2). 
,EHJDQWRVHHLWUHWURVSHFWLYHO\DVDµSLORWVWXG\¶ 
µIt (data gathering) begins before there is commitment to do the study; back-grounding, acquaintance 
with other cases, first impressions. A considerable proportion of all data is impressionistic, picked up 
informally as the researcher first becomes acquainted with the case¶ (Stake, 1995, p.49) 
 
However the outcomes proved to be little more than a training needs analysis and lacked the insight required. 
The questionnaires gave a large number of  data items but what they gained in quantity they may have lost in 
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depth and detail as WKHµLQGLYLGXDOJHWVORVW¶(Black, 1999, p.6)RUWKHUHLVµDQLQDELOLW\WRLQIHUPHDQLQJ
EH\RQGWKHUHVXOWVDFKLHYHGWKURXJKVWDWLVWLFDODQDO\VLV¶(Castellan, 2010, p.12). Consequently, although the 
2007 work was never really intended as a pilot study it essentially became one and so will be referred to as 
such in this work (see 1.3 above). 
The flow of development of this work is set out in Figure 4: Development of Research. 
 Instruments 
Three types of data were used throughout the research: Interviews, Questionnaires and Lesson Observations, 
each offering a different perspective on the research question and helping in issues of reliability and validity. 
In doing so I am drawn to the work of Draper and Nicol and their observation of the importance of 
stakeholders.   
 µ7RXQGHUVWDQGLPSRUWDQWWUDQVIRUPDWLYHHYHQWVZHPXVWLGHntify enabling conditions as well as 
precipitating triggers. Cases and considerations such as these implicitly show the immense challenge 
of designing evaluations that see through the impressions of stakeholders (whether dazzled or "not 
bovvered") to detecWFKDQJHRIUHDOVXEVWDQFH¶(2006, p.1) 
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Figure 4: Development of Research 
 Head Teachers Pupils ITT Students Teachers 
 
Questionnaires 
Research Outcomes and Findings 
Professional Impact 
x BSF Impact Questioned 
x Need for further research identified 
  
Teachers Pupils 
x Training Needs 
x CDP Programme 
Professional Doctorate Project 
¶,&7%6)DQGWKH7UDQVIRUPDWLRQRI7HDFKLQJDQG
/HDUQLQJ· 
Questionnaires 
Codes 
Interviews 
Themes 
5HVHDUFKHU¶VRZQ
institution 
Partnership Schools 
µSRVW%6)¶3ODQQLQJ 
µ3LORW6WXG\¶ 
Lesson Observations 
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 Interviews 
The main research instruments were semi-VWUXFWXUHGLQWHUYLHZV,QWHUYLHZHHVZHUHDVNHGWRµJLYHPHKDOIDQ
KRXU¶LQSUDFWLFHPDQ\UDQFORVHUWRDQKRXU$VZHOODVKDYLQJWKHLPSRUWDQWµIDFHWRIDFH¶HOHPHQW
(Opdenakker, 2006) they allow for flexibility, sensitivity and for the collection of large amount of reliable 
detail that it is possible to analyse, all be it not without challenge.  
The World Health Organisation recommend the use of semi-structured interviews in the need to investigate 
medication use and, I would suggest, that is one of their weaknesses; µresearcher needs to know something of 
the local culture to capture the interviewees real meaning¶ is  actually a strength of this work (Hardon et 
al., 2004, p.28). Having accepted the value of a post-positive interpretive methodology, it would seem 
lRJLFDOWRHPEUDFHDWHFKQLTXHHVWDEOLVKHGDVµuseful for investigating complex behaviours, opinions and 
HPRWLRQVDQGIRUFROOHFWLQJDGLYHUVLW\RIH[SHULHQFH¶(Longhurst, 2010, p.112).  Although interview records 
represent recollections or interpretations rather than records of what actually  happened, they at least gave 
more rounded findings from a (small) sample and give a chance for reflection; they give an insight into what 
people do and think. 
µ:HLQWHUYLHZSHRSOHWRILQGRXWIURPWKHPWKRVHWKLQJVZHFDQQRWGLUHFWO\REVHUYH«:HFDQQRW
observe feelings, thoughts and intentions. We cannot observe behaviors that took place at some 
previous point in time. We cannot observe situations that preclude the presence of an observer. We 
cannot observe how people have organized the world and the meanings they attach to what goes on in 
the world. We have to ask people questions about those things. The purpose of interviewing then is to 
allow us to HQWHULQWRWKHRWKHUSHUVRQ¶VSHUVSHFWLYH¶. (Patton, 2001, p.340) 
 
Although I understood the need to test both interview technique and structure it was difficult to test the Head 
Teacher interviews as the pool of participants was small. As such I was careful to select as my first school 
leader a colleague who I knew would have the time and patience to help me revise the structure of interview 
as it progressed. I interviewed him in his own home; we had more time. The teacher questions were tested and 
revised following a trial interview; to allow for some triangulation I modelled the questions for both pupils 
and ITT student on these. All interviews were recorded digitally and transcribed (P5.1-4).  
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  Sample 
The choice of participants used for interviews was from those whose roles were already established by their 
membership of an identifiable group within their organization. This made access and organisation easier.  This 
non-probability or  µSXUSRVLYH¶VDPSOLQJµVHOHFWLQJLQWHUYLHZHHVRUIRFXVJURXSSDUWLFLSDQWVE\YLUWXHRI
characteristics thought by the researcher to be likely to have some bearing on their per ceptions and 
H[SHULHQFH¶ (Barbour, 2007, p.52) I hoped, would improve the quality of data collected. 
In my initial telephone calls I explained the context of the meeting as part of this research.  I did offer to 
follow that meeting up with further work in their school should they request it. However, I could never be 
seen as an independent observer and researcher having already played a key role in the change process; 
impartiality was not an option. This raised issues of both ethics and confidentiality.  Indeed, deciding on a 
largely qualitative methodology increased the risk of ethical problems. So, while following the general 
principles of good qualitative research (Mason, 2002, p.45),  participants who provided data were to 
understand clearly the use of what they provide would be put. De Laine (2000) records evidence where a close 
relationship between researcher and participant are exploitative if the purpose of the work is disguised in any 
way. The way in which I was (and still am) perceived by participants was influenced by their perception of 
my role and the ethics of our professional relationship during and after the research that I needed to be fully 
aware of (Floyd & Arthur, 2012). 
Data was collected from: 
x 4 Head Teacher interviews (P5.1) 
Gaining access to Head Teachers for research purposes is not easy. Of the 8 available within the boundaries of 
this study (the BSF schools), half were likely to remain out of reach due to the situation they found themselves 
in; poor Ofsted reports, budget difficulties and moving to new post among them.  I knew the other four well, I 
had worked with them on many occasions. Two were from one school, the substantive Head who was on 
VHFRQGPHQWWRWKH/$DQGKLVµDFWLQJ¶UHSODFHPHQW They readily accepted my request for an hour of their 
time and confirmed they were pleased to help. My second interview was the first with a Head Teacher at his 
school and was my first attempt at gathering data for the whole project. The semi-focused style was, I thought, 
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was well planned and explained. However, two things transpired to reduce the value of the event. Firstly the 
+HDGLQVLVWHGZHµZDONDQGWDON¶DVKHZDQWHGWR show me his newly opened school. The use of my digital 
audio recorder was not appropriate. Making notes on the move was not a skill I had practiced. We only had a 
short final conversation. Even this proved problematic when I discovered my new technology had failed to 
record. I learnt a lot from this process; from the need to clearly state I wanted an interview to the checking of 
P\UHFRUGHU,FDPHDFURVVVRPHVLPSOHDQGSUDFWLFDODGYLFHDERXWµWHFKQLFDOLVVXHV¶WRRODWHIRUWKLVILUVW
encounter (DiCicco-Bloom & Crabtree, 2006, p.318).  It was going to be unlikely that any Head Teacher 
would be inclined to want to repeat the process. Subsequent interviews proved more productive. I was now 
much clearer about the required outcomes of our interview. I emailed them the basic structure of the 
interviews including the initial questions (P3.1) and explained the need to record the conversation for 
transcription (P3.2-4). This resulted in the interviewees arranging an appropriate private location for the 
interview and allocating me a suitable amount of time. 
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Figure 5: Diagram of Data Sample Relationships 
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x 6  teacher interview (P5.3) 
As a senior leader in the school, organizing teacher interviews was never going to be difficult. What was to be 
crucial was the selection of those to be interviewed and the validity of the responses given considering my 
substantive role and the associated ethical issues. This ZDVSUREDEO\WKHGDWDLWHPZKHUHµUHVHDUFKLQJIURP
witKLQ¶(Floyd & Arthur, 2012) was a potential threat to its validity. As the senior leader with responsibility 
for ICT at all levels (from the stability of the infra-structure to its role in teaching and learning) I ran the risk 
of interviewees telling me what they though I wanted to hear. This made it imperative that I made clear the 
context of the interview and the importance of honest responses that would support school improvement. For 
this reason the teachers were taken from DQHVWDEOLVKHGµTeaching and Learning GURXS¶$OOZHUHPDLQVFDOH
classroom teachers with full timetable commitments. The group¶s role was to monitor their own teaching and 
that of colleagues to seek examples of best practice and share that with the rest of the staff through CPD. They 
had all been awarded small bursaries to carry out action research projects of their own. Consequently, their 
focus was on all aspects of teaching and learning and they had an embryonic interest and understanding of 
research, although this alone could have set them apart as atypical. However, I believe this did help address 
the power relationship inherent in this context. My interviewees were fellow researchers and empathy became 
a powerful player as we were mutually aware RIRXUµPRUDOLQWHJULW\¶ in ensuring research data was both valid 
and reliable  (Floyd & Arthur, 2012, p.10). 
A pilot teacher interview collected a good set of data and the structure required little alteration for the final 
set. The test interviewee also tested the questionnaire to check for compatibility. 
 Focus groups 
The value of focus groups in qualitative research is well recognized (Longhurst, 2010) as they have their 
flaws, particularly when used on their own; that was not to be the case here.  
In advice given to those using Focus Groups in the study of the use of medicines Hardon et al offer the 
following summary: 
The strengths of FGDs (Focus Group Discussions) are:  
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7KHPHWKRGLVTXLFNDQGFKHDS 
$JUHDWHUSRRORIH[SHUWLVHLVWDSSHGWKDQLQLQGLYLGXDOLQWHUYLHZV 
7KHFRQWULEXWLRQRIRQHSHUVRQRIWHQWULJJHUVRWKHUVWRVKDUHWKHLUYLHZVDQGH[SHULHQFHV 
The weaknesses of FGDs are: 
$VNLOOHGPRGHrator is required 
7KHVXFFHVVRIDJURXSGLVFXVVLRQLVDELWXQSUHGLFWDEOH 
,QVRPHFDVHVRQHRUPRUHSDUWLFLSDQWVGRPLQDWHWKHYLHZVRIRWKHUVDUHQRWUHFRUGHGDQGVRDUH
under represented 
7KHGHSWKRILQIRUPDWLRQPD\EHOLPLWHG,WLVKDUGWRSUREH RQHSHUVRQ¶VLGHDVDVRWKHUVDOVRKDYH
to be given a chance to speak 
$QDO\VLVRIWKHLQIRUPDWLRQJDWKHUHGLVGHPDQGLQJ 
(2004, p.30) 
 
For the purposes of this work they were structured in a way compatible with the one-to-one interviews 
(Morgan, 1996),  but providing DZD\RIµFROOHFWLQJGDWDUHODWLYHO\TXLFNO\IURPa large number of 
SDUWLFLSDQWV¶ (Wilkinson, 2004, p.180).  Both types of groups also had pre-evolved group dynamics. They had 
met on numerous occasions before, and were used to free flowing discussions and exchange of ideas. Again 
there are potential flaws in this design. I had obviously not selected a random sample (PSU, 2007), however, 
their background did also offer benefits; there was little need to allow group dynamics to develop or to allow 
time to explain the context or concepts involved. The important feature was that thH\ZHUHDEOHWRµFRQVLGHU
WKHLURZQYLHZVLQWKHFRQWH[WRIWKHYLHZVRIRWKHUV¶(Patton, 2001, p.386). 
 
x 2 Pupil focus group interviews, 10 pupils per group (P5.2) 
Student voice now plays a key role in both school self-evaluation and Ofsted reports (Jackson, 2004). Schools 
therefore already have structures in place to garner the opinions of pupils, schools councils being an almost 
universal element. For the purpose of this work therefore these bodies provided established focus groups. 
With the many positives of using such groups (established group dynamics, meeting schedules and familiarity 
with their roles and responsibilities) comes the fact that membership does not represent a true cross section of 
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the population. While characteristics such as gender are obviously balanced, that of academic ability is not. 
School Council members are by nature articulate and literate (at least orally) with the self-confidence to act in 
such a role. They therefore have attainment levels above the average of their peers. This does leave the views 
of the academically less able largely unrepresented. Certainly a potential flaw here is that even if mixed ability 
groups had been created the views of those less able to express their views would have been suppressed. The 
WHO advice accepts this potential flaw: 
µLQVRPHFDVHVRQHRUPRUHSDUWLFLSDQWVGRPLQDWHWKHYLHZVRIRWKHUVDUHQRWUHFRUGHGDQGVRDUH
under-represented. The depth of information PD\EHOLPLWHG,WLVKDUGWRSUREHRQHSHUVRQ¶VLGHDVDV
RWKHUVDOVRKDYHWREHJLYHQDFKDQFHWRVSHDN¶. (Hardon et al., 2004, p.30) 
 
Arguably then my approach sacrificed the group being a true representative of the population in order to 
DFKLHYHPRUHFRPSOH[DQGULFKHUUHVSRQVHV6XFKµSXUSRVLYH¶RUµMXGJPHQWDO¶VDPSOHVRQFHLGHQWLILHGDUH
recognized and accepted as valid (Basit, 2010, p.52).  
x 4 ITT groups, of between 3 and 8 students each, from 4 HE institutions (P5.4) 
Initial Teacher Training students are postgraduates on one year PGCE courses that include two teaching 
practices or placements (DfE, n.d.). Students from all four of the HE institutions in the region of this study 
undertook placements at the same time. Although they formed another group not selected by this researcher 
they were from a range of subject backgrounds and educational pathways that would have been difficult to 
assemble in any other way. The make-up of these groups was beyond my control, however it would have been 
almost impossible to have constructed a better profile, in range of subjects and institutions, from scratch; 
JHWWLQJD¶EHVSRNH¶JURXSWRJHWKHUZRXOGKDYHEHHQDOPRVWLPSRVVLEOH,IHOWWKH\ZRXOGRIIHUµRXWVLGHU¶
views and also add to the comments raised by one Head Teacher who was pinning his hopes of transformation 
on the next generation of teachers. Therefore, although not originally part of the research plan they provided 
an opportunity too good to let pass.  
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 Questionnaires (P5.5) 
To help with triangulation and improve validity (Denscombe, 2007, p.134) a questionnaire was developed 
with questions that related directly to themes coming from the interview analysis. The pilot study had 
consisted of a questionnaire (P2), largely to support the development of a CPD programme. The structure of 
this instrument was used as the basis for development of a new one to be used in this study. There was the 
opportunity to use an on-line service for the one questionnaire set but this would potentially alienate those 
who are less ICT literate (Wright, 2005), a group whose views needed to be captured; a printed questionnaires 
was devised. The questionnaire required more amendments following its first test. The revised version 
received positive feedback and, having been reviewed by a teacher of English, had its use of punctuation 
improved.  It was issued to all teaching staff in the same institution, an 11-16 secondary school that was the 
PRVWµPDWXUH¶LQWKH%6)SURJUDPPH7KHUHZHUHSRWHQWLDOO\UHVSRQGHQWVWKHZKROHWHDFKing staff). In 
reality 67 were returned; maternity leave and long term absence accounted for the missing 3, giving 96% 
coverage. Teachers who were interviewed were included in the questionnaire respondents. 
 
In order to describe what ICT use that was takinJSODFHLQOHVVRQVLWZDVLGHQWLILHGDVµDFWLYLWLHV¶WRLQGLFDWHD
significant shift or change in what the teacher or the pupils were doing. An activities list was compiled to 
construct the question as a result of the analysis of lesson observations. Teachers could offer very few 
suggestions other than those on a very predictable list. Most (95%) of the lessons observed were rated good or 
better using criteria from the Ofsted framework,  
 Lesson Observations (P5.6) 
Although they were included in the original plan, there developed a political backdrop to lesson observations. 
7HDFKHUV¶SURIHVVLRQDODVVRFLDWLRQVKDGFROODERUDWHGWRSURGXFHZKDWWKH\FDOOHGµDFWLRQVKRUWRIVWULNHDFWLRQ¶
just as this phase of the work was about to begin. As this work developed, µEHLQJREVHUYHG¶EHFDPHSDUWRIWKH
SROLWLFDOIRRWEDOORIWKHµZRUNOLIHEDODQFH¶DJHQGD 
µCLASSROOM OBSERVATION: Classroom observation includes observation during learning walks, 
pupil tracking/shadowing, departmental and subject reviews, pre-inspection visits, drop-ins, mock 
inspections and any other initiatives which involve classroom observation¶. 
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µInstruction 1: Members should not participate in any appraisal/performance management process 
which does not conform to all elements of the NUT/NASUWT Joint Appraisal/Performance 
Management Checklist and the Joint Classroom Observation Protocol¶. 
µInstruction 2: Members should not participate in any form of management-led classroom observation 
in any school which refuses to operate a policy of a limit of a total of three observations for all 
purposes within a total time of up to three hours per year ¶.(NUT, 2012) 
  
As a result, my original ideas for observing lessons had to be revised as it was not possible to add extra 
observations unless individuals volunteered. This would have not provided a valid sample as those who would 
have offered their lessons for scrutiny would have been more likely to be both supportive of my philosophy 
and positive in their approach to the use of ICT; they would likely EHµHQWKXVLDVWLFLQQRYDWRUV¶(Higgins et al., 
2007, p.214; Cogill, 2003, p.8). My solution was to utilize observations conducted as part of the normal 
review cycle through which the quality of teaching and learning was assessed across the school.  Crucially it 
was important to not just observe the ICT use in isolation. It was vital that lessons and teaching and learning 
were seen as a whole, with the role played by ICT seen as one of many contributing features. This also helped 
solve the ethical issue of the use of observation outcomes. The primary function of the observation was not 
altered in any way by this research; the impact of the use of ICT was analysed separately and summarised here 
without any impact on the individual teacher. The total number of observed lessons (107) is itemized in Figure 
6 and sample observation form in P5.6. 
To validate my lesson observations I successfully completed WKH&DPEULGJH(GXFDWLRQGD\µ(IIHFWLYH 
&ODVVURRP2EVHUYDWLRQ¶FRXUVH (Cambridge, 2014) where effective refers to the Ofsted criteria rather than 
research validity. 
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Subject Area Number of Lessons Observed 
Art and Design 4 
Design Technology 7 
English 16 
Humanities 14 
ICT 6 
Mathematics 14 
Modern Foreign Languages 10 
Performing Arts 7 
Physical Education 11 
Science 18 
Total 107 
Figure 6: Lesson Observation Numbers 
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 Validity and Reliability 
There are a number of important features of the design and methodology that were key to ensuring validity 
and reliability. Relying largely on interviews can potentially leave the research conclusions open as 
unfortunately there is no way of verifying what interviewees tell you is a true reflection of their thoughts and 
feelings (Denscombe, 2007, p.200). All of the interviews were conducted by the researcher. This ensured 
consistency and a first line validity check as I was face to face with the respondents, able to pick up all of the 
verbal and non-verbal associated with such situations. Those interviewed were all capable of giving plausible 
responses to the questions; their views would be valid. Transcripts were checked for accuracy with the 
participant, however this simply checked at a surface level accuracy. Interview data was also collected from 
individuals whose responses could be checked against others from different institutions or professional 
background (Figure 5). Interview transcripts were repeatedly analysed while listening to the original 
recording. This was particularly key if the original transcription had not been carried out by myself; errors in 
transcription were detected and corrected. Themes that emerged were cross checked across all of the 
interviews to ensure they were representative of the sample as a whole. In order to introduce a 
µPHWKRGRORJLFDOWULDQJXODWLRQ¶(Denscombe, 2007, p.135) the questionnaire was designed to check some of 
the themes with a large sample (i.e. all of the teaching staff) from one interview group (Bryman, 2006, p.105). 
Finally, the results of the lesson observations were used to validate findings from the interviews. 
Consequently my evidence trail was constructed gradually, with themes being modified and added to as each 
QHZSLHFHRIHYLGHQFHZDVFROOHFWHGLQDSURFHVVRIµDQDO\WLFDOLQGXFWLRQ¶DQGDYRLGLQJDQ\WKUHDWRI
µFRQVHQVXDOGHOXVLRQ¶ZKHQµHYHU\RQHDJUHHVWKDWPRUHLVKDSSHQLQJZLWKRXWFRPHVWKDQUHDOO\LV¶(Miles & 
Huberman, 1994, p.261). 
The design of this study and the analysis of the data collected do, I would hope address the issues of both 
validity and reliability in the context of a mixed method study. 
 Practicalities 
Not long into the transcription of the audio recordings of the interviews I VDGO\ORVWP\¶WUDQVFULSWLRQWHDP¶RI
two NVQ students whose placements came to an end. Left to do it myself I trialed reading back the remaining 
LQWHUYLHZVLQWRµ'UDJRQ Dictate¶WRDFKLHYHDWUDQVFULSWLRQ7KLVWHFKQLTXHQHHGHGVRme refinement but 
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worked well enough to speed up the process. It seemed natural to turn to some foUPRIµFRPSXWHU-assisted 
analysis of qualitative data¶ (CAQDAS) (Silverman, 2009, p.252). Following a training session on the use of 
µNvivo¶, I decided this would be the tool of choice, as is an increasingly large section of the qualitative 
research community (Jones, 2007), to support the analysis of interview transcription data (Gibson & Brown, 
2009, p.176). 
Already having used µKeypoint¶ software for the construction and analysis of questionnaires, I continued with 
it to automatically create and analyse results templates (P5.5). This negated the need to use any third party 
tool, although some of the graphs were manipulated in Microsoft Excel. 
  
 Evolving and Approach to Analysis 
8VLQJ0LOHVDQG+XEHUPDQ¶VWKUHHFRQFXUUHQWIORZVRIGDWDDQDO\VLVLHUHGXFWLRQGLVSOD\DQGFRQFOXVLRQ
drawing (1994, p.10) and adding the parameters of this project to it (Figure 6) gives an overview of my 
timeline.  
 
 
 
 (Miles & Huberman, 1994)  
Figure 7: Data Analysis Flow Model 
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Morse believes that all qualitative analysis, regardless of the specific approach, involves: 
x comprehending the phenomenon under study 
x synthesising a portrait of the phenomenon that accounts for relations and linkages within its aspects 
x theorising about how and why these relations appear as they do, and 
x recontextualising, or putting the new knowledge about phenomena and relations back into the context 
(Morse, 1994, p.26)  
With 16 WDSHGLQWHUYLHZVWRWUDQVFULEHDQGDQDO\VHWKHµV\QWKHVLVLQJ¶RUµGDWDUHGXFWLRQ¶VWDJHSURYHG to be 
the most challenging. This largely involved the coding of the interview transcripts. I was reassured by what 
DSSHDUHGWREHDFRQVHQVXVDPRQJWKHUHVHDUFKFRPPXQLW\WKDWFRGLQJZDVWKHRQO\URXWHWRWDNHµIRUFRGLQJ
LVDQDO\VLV¶(Miles & Huberman, 1994, p.56) RUDWOHDVWµDFUXFLDODVSHFWRIDQDO\VLV¶(Basit, 2010, p.145).  
New to the process I obviously needed to ensure I embarked well informed. 
Any researcher who wishes to become proficient at doing qualitative analysis must learn to code well 
and easily. The excellence of the research rests in large part on the excellence of coding (Strauss, 
1987, p.27). 
 
Although there was plenty advice to be assimilated (Saldana, 2012), I was still surprised to discover the 
conflict in the world of research methodology persisted, even at this operational level. 
But the strongest objection to coding as a way to analyse qualitative research interviews is not 
philosophical but the fact that it does not and cannot work. It is impossible in practice. (Packer, 2011, 
p.80) 
 
There was a big enough body of evidence (Saldana, 2012) to convince me that coding was the right approach 
to analyse the data and facilitate interpretation. That is not to say I was hoping to subconsciously move to a 
TXDQWLWDWLYHDSSURDFK7KHUHLVDGDQJHUWKDWWKHXVHRIDQLQIOH[LEOHDSSURDFKFDQOHDGWRµTXDOLWDWLYH
SRVLWLYLVP¶DQGDµTXDVL-VWDWLVWLFDODQDO\VLVVW\OH¶(Crabtree &  Miller, 1992, p.18). Indeed I was determined to 
NHHSDVWURQJµTXDOLWDWLYHGHVFULSWLRQ¶IDFHWWRWKHDQDO\VLV(Sandelowski, 2000) and resist positivist pressures. 
How to approach the coding process was the next question. Some themes (e.g. transformation) were pre-
determined by the research question; consequently some of the coding template was determined by default.  
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However, it its accepted logic that coding needs to develop as the analysis contLQXHVSDUWLFXODUO\LIµFRGLQJLV
DKHXULVWLF¶(Saldana, 2012, p.8)0\DSSURDFKZDVWRVWDUWZLWKVRPHLQLWLDOFRGHVRUDµVWDUWOLVW¶ (Miles & 
Huberman, 1994, p.58); WKDWLVWKRVHWKDWDURVHIURPWKHUHVHDUFKGHVLJQLWVHOIDQGWKHQµUHILQHDQGPRGLI\¶
them during the analysis (Crabtree & Miller, 1999, p.167). 
I concur with Strauss when he contends that coding: 
x Both leads to and follows generative questions. 
x Fractures the data, thereby freeing the researcher from description and forcing interpretation 
to higher levels of abstraction. 
x Is the pivotal operation for moving towards the discovery of core categories? 
x Progresses towards ultimate integration of the entire analysis. 
x Yields the desired conceptual density, i.e. the development of codes and the relationship 
between them. 
(1987, pp.55±56) 
 
Consequently my coding techniques largely followed those outlined by Saldana (2012, p.74); attributes were 
always coded  (Saldana, 2012, p.55). The nature of the data and subjects involving pupil groups in particular 
meant coding was larJHO\µ,Q9LYR¶RUµOLWHUDO¶(Saldana, 2012, p.74) although I was aware of the risk of over 
reliance on this strategy limiting future, more detailed analysis.  This approach would allow the coding of the 
data to support and keep the ethnographic and interpretive dimension of the work rather than threaten it. 
The final coding template therefore evolved over time and coalesced into themes and theories. 
Initial coding (Saldana, 2012, p.81)  started with 5 basic codes (derived directly from the research title) and 
plan, aQRWKHUHPHUJHGIURPWKHµILUVWF\FOH¶(Saldana, 2012, p.45). This may have been the result of the 
sequence in which the transcriptions were analysed. The interviews were not conducted (and therefore not 
analysed) in category order; the subjects became available at different times over the data collection phase that 
was almost random in sequence. The subsequent impact on analysis can only be guessed at; my feelings are 
that it was positive. New items added to the code template forced the re-analysis of earlier transcripts; themes 
started to evolve under which FRGHVFRXOGEHFDWHJRUL]HGLQDQµLWHUDWLYHDQGUHIOHFWLYHSURFHVV¶(Fereday & 
Muir-Cochrane, 2008, p.83). Indeed DiCicco-Bloom suggests that analysis and collection should occur 
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concurrently so that samSOLQJDQGTXHVWLRQLQJFDQEHµLQIRUPHG¶(2006, p.317) and that this iterative process 
should continue until no new codes or themes emerge. The majority of coding categories derived from 
LQWHUYLHZHHV¶SHUVSHFWLYHVDQGEHOLHIVWLWOHVZHUHWKHUHIRUHODUJHO\UHODWHGWRWKHLUµYDOXHV¶(Saldana, 2012, 
p.89) straying into dramaturgical (Saldana, 2012, p.102; Berg & Lune, 2011) territory, specifically when 
working with data from teachers. Practically, the 6 stage process of data coding described by Fereday (2008, 
p.84) offers a close fit to the strategy used here (Figure 8).  
 
 
 Data Analysis 
7KHUHLVQRIL[HGDSSURDFKWRGDWDDQDO\VLVµ$QDO\VLVLVDYHU\SHUVRQDODFW¶DQGµDUDWKHULQWLPDWHDQG
H[SRVLQJSURFHVV¶(Gibson & Brown, 2009, p.193). Data was initially analysed by interviewee group. This 
approach allowed codes and subsequently themes to evolve. The transcripts were then re-analysed, not in the 
original category order but from the perspective of these themes to ensure nothing was missed in the original 
analysis pass.  Themes emerged throughout the process; some were merged or became sub themes. To 
illustrate this, Figure 8 lists the first two coding stages. Themes frequency was cross referenced with the 
sources in which they were identified (Figure 9); I have presented a discussion resulting from both stages. The 
µJURXS¶DQDO\VLVLVSUHVHQWHGODUJHO\WRH[SORUHWKHLUFRQWH[WWKHµWKHPH¶DQDO\VLVDWWHPSWVWRGUDZWRJHWKer 
the evidence from the different groups.  
Figure 8 : Diagrammatic representation of stages to code the data, after Fereday, 2006, p84 
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Figure 9: Theme Frequency 
 
 
 
 
 
 
 
 
 
 
 
Figure 10 attempts to show the relationships of codes at a much later stage in the analysis and some of the 
major themes that started to arise during what was primarily an iterative process. Where possible, 
questionnaire responses were linked to support validity. 
Initial codes 
BSF 
Transformation 
ICT Infrastructure 
MSP 
CPD 
 
Codes added after first analysis 
Positive effects 
Negative effects 
Teacher confidence 
Teaching and learning 
Pedagogy 
Communication 
Future Developments 
Code Sources Frequency 
BSF 8 27 
Communication 11 43 
CPD 9 69 
Future development 4 11 
ICT Infrastructure 6 19 
MSP 7 41 
Negative effects 12 85 
Pedagogy 4 11 
Positive effects 14 168 
Teacher confidence 14 74 
Teaching and learning 13 121 
Transformation 12 27 
Figure 9: First codes from initial analysis 
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Figure 10: Flow diagram of codes and themes relationships 
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4 Chapter 4: Research Findings 
In this chapter I will explain what the evidence I gathered from Head Teachers, teachers (current and future) 
and pupils from 3 schools iQDµ:DYH¶%6)SURMHFWPLJKWLQGLFDWH about the transformational impact of the 
ICT component of BSF. I have outlined how I evolved my own methodology for analysis above, and now 
offer an interpretation of the outcomes of that analysis. 
   Analysis by Interviewee Category  
Deciding to perform an initial analysis by interviewee type was my first approach, as doing this before the 
theme approach would serve to gather some context for each group and to further develop the themes that 
could subsequently be analysed in more depth. When quotations from interviewees are used, they are 
referenced by category (HT, T, Pu or ITT) and numbered so as to distinguish individuals.  
 Head Teacher Interviews (HT) 
School improvement was (and is) the main focus of Headship. Interviewees were steeped in this process and 
its complexity. For a number of years they had been involved in a culture where the quality of teaching and 
learning had become the accepted focus, driven by the school improvement agenda and Ofsted criteria; 
consequently their observations of teaching and learning were (and still are) summarized against prescribed 
criteria meaning any classroom activity would have its impact judged against them; significantly, BSF took 
place in this landscape, an environment of accountability based on headline measure outcomes (largely the % 
of pupils obtaining 5 good GCSE grades including English and maths) and OFSTED grading. This now 
existed alongside the expectation of transformation and innovation, all of which they were largely responsible 
for.  Consequently Head Teachers were locked into traditional organizational structures and systems 
determined by curriculum and exam performance pressures that they perceived to be at odds with BSF 
expectations of being modern, different and transformational (on page 28 above). 
µWe have a reality of an exam bound system and informative assessment system; often pigeon-holed 
LQWRVXEMHFWDUHDVDQGWKDW¶VJRLQJWRWDNHDVLJQLILFDQWWLPHWRFKDQJHLWLIWKHUHLVDZLOOWRFKDQJH
it. We seem to be moving in the opposite direction at the minute¶. (HT1) 
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This illustrates an awareness of the tensions and conflict generated when trying to be transformational in 
SHGDJRJ\ZKLOHEHLQJPHDVXUHGDJDLQVWWUDGLWLRQDORXWFRPHVDVµGLIIHUHQWUHIRUPVQHXWUDOL]HHDFKRWKHU¶
(OEDC, 2001, p.105) (see 2.2 above). They were also very aware of other key aspects (curriculum, timetables, 
class size and examination systems) that were outside their influence, the non-manipulative factors referred to 
by Afshari et al (2009).  
Significantly this group found separating BSF as a whole from the ICT component difficult as they pictured 
the project as an entity. They were able to discuss their roles DVµUKHWRULFLDQs and marketeers¶ as they 
simultaneously extolled the virtues of BSF to both their internal (teachers and pupils) and external (parents) 
markets (Hartley, 1999, p.311), while shouldering the burden of responsibility for the practicalities of delivery 
of their BSF projects in their new found role of project management (Moore et al., 2002). Having written 
vision statements (P1.1) on the expectation of ICT they were, in reality both realistic and rather sceptical as 
having taken the BSF millions they were then faced with the task of delivering what BSF was expecting 
without any ongoing help, guidance or support and in a particularly short timescale. 
However, Head Teachers were naturally excited by the prospect of BSF investment. They were able to 
articulate that enthusiasm in WKHLUµ9LVLRQ6WDWHPHQWV¶DQGDFFHSWWKHIDFWWKDW,&7ZRXOGKDYHDUROHWRSOD\ 
µ«Lt (ICT) allows you to transform the learning environment¶(HT1) 
 
In quDOLI\LQJµHQYLURQPHQW¶WKH\GLVFXVVHGWKHLU attempts to introduce modernity to the physical nature of 
school buildings and ICT infrastructure, as I believe they saw the potential of ICT to change the way in which 
teaching and learning was organized, although they never did articulated their ideas in detail and consequently 
the talk remained at a top strategy level, often with the re-use of the language of their vision statements.  
 BSF as a whole was therefore seen as having massive potential as a change agent in helping schools move 
forward, but without the detail. 
µI think we felt quite confident within the school that we had the vision, the ideas, and the practical 
knowledge to begin that fairly long term plan of putting in place a transformational educational 
provision for young people¶. (HT3) 
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However, they were honest in describing the reality of the actual process as driven by PfS, which focused on 
bricks, mortar and procurement, leaving them to deal with the teaching and learning revolution.  
µI think, in essence, the BSF project was a building project and depending on the leadership view in 
the sFKRROWKH\HLWKHUJUDVSHGWKHWUDQVIRUPDWLRQDORSSRUWXQLWLHVRUWKH\GLGQ¶W¶. (HT3) 
 
The concept of transformation was not dismissed; far from it. Consequently they touched on their own 
definitions, significantly making learning relevant and engaging was a goal they could all articulate. 
µThe idea of transforming teaching and learning is something that you hear a lot about, but what it 
means really is making the learning experience of young people relevant to them. What we are 
moving in to is an era where by how we can operate and deliver that¶. (HT3) 
 
So, importantly a chance to use the technology to make the curriculum more contemporary and accessible was 
perhaps shaping a definition of transformation rooted in the experiences of the children.  
µ«transformation has got to be in what the children do¶(HT4) 
 
Evidently they wanted their new schools to be different and better, although the detail of how this would look 
and work in reality remained elusive, a position that reflects the ongoing confusion around transformation.  
They were able to consider that ICT could play a major role in the future of teaching and learning but 
understood it was only part of a much bigger picture. 
µ%XWLWLVQRWDERXW,&7SHUVH, it is about how we, as schools and school leaders, and much more 
importantly teachers in classrooms, use that ICT to transform that learning exper ience¶. (HT3) 
 
In contrast there was also some scepticism about just how much over reliance was being placed on the role of 
ICT as a transformational tool. 
µICT is perhaps being put too much at the forefront of that debate about transforming learning¶
(HT4)  
They ZHUHSRVVLEO\EHJLQQLQJWRLGHQWLI\WHFKQRORJ\DVRQHRIWKHµZURQJGULYHUV¶RIFKDQJH (Fullan, 2006) 
and sadly, it was impossible to ignore their feeling of disappointment of the reality that emerged after the 
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visionary rhetoric. Practicalities dawned as the ICT systems they were promised would deliver the platform 
for transformation simply did not live up to expectations, thus reflecting  number 3 of )XOODQ¶VµZURQJ
GULYHUV¶µtechnology: investing in and assuming that the digital world will carry the day¶(2011). 
Consequently I was left with a feeling that as a group they had been somewhat naïve from the start in 
believing the faith that had been placed in ICT from the start.  
µit's not nearly been transformative yet¶. (HT4) 
 
Worse still was the feeling they had of a negative impact of the ICT on running of their schools and the 
classroom. Poor reliability V\VWHPVZHUHUHJXODUO\µGRZQ¶DWFUXFLDOWLPes, internet connections variable in 
speed) and functionality (VLEs were inflexible, software packages restrictive) left their staff feeling let down 
and frustrated. In the days and months after opening it was felt that an opportunity had been missed, 
consequently they were able to offer little hard evidence of any positive impact of ICT. This was largely due 
to two factors. Firstly, the poor reliability of the service (See 4.1.2.1 below) had given a false start. Secondly 
there was the realisation that any real impact would take years to achieve, even when the service eventually 
did work as expected. They still held on to their vision statements that transformation could and would be 
achieved but this remained at the level of vision rather than the practical; after all they had written statements 
of intent, but these were yet to be realized. This was evident when looking at the school furthest into the 
process (two years ahead of the rest), where the Head was beginning to see the benefit. 
µLQFUHDVLQJO\ZHVHH very good practice around using ICT to enhance the teaching and learning 
experience for pupils in the classroom«LWLVSUHWW\HPEHGGHGQRZ¶. (HT3) 
 
,QWHUHVWLQJO\KHXVHVWKHWHUPµHPEHGGHG¶VXJJHVWLQJXVHWKDWKDVbecome part of normal practice rather than 
changing it in any way.  This is the school in which the lesson observations took place; the analysis of that 
data (Figure 20) supports this this assumption. 
The fact that the BSF programme became largely a buildings project has been discussed at numerous points in 
this work. This was confirmed a number of times by Head Teachers.  
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They all referred to the time and effort put into issues of construction in comparison to teaching and learning, 
again illustrating the clash of priorities and values between the schools and building contractors, with the 
imperatives of the latter to deliver on time and budget coming  out on top. 
As educational professional they had little or no experience in managing large infrastructure projects but were 
thrust into the position of managing the interface between contractors and teaching and learning, a position for 
which they were ill prepared. As a result, I believe they succumbed to the pressures of dealing with the 
practicalities of construction process procurement deadlines (potentially because it is easier to make decisions 
around the colour of door furniture) rather than the infinitely more complex ones around the nature of the 
future experiences of their staff and pupils.  
µThe danger is that it all becomes about the building, the walls, the guttering and door handles¶. 
(HT2)   
 
I am not sure if they even challenged PfS about this imbalance in managerial capacity. They all raised as a 
matter of concern just was how much of their own capacity and that of their schools was soaked up by these 
business values in comparison to their core business of teaching and learning. Any increased time and 
expertise being devoted to the educational side of the divide would have to come from existing budgets. Over 
a three year timescale these cost would be considerable (calculated at upwards of £150,000 in one school) and 
meant some reduction in the final provision, ironically possibly fewer computers for staff and pupils. 
   
On completion, the new technology environments were not universally welcome. Heads talked fondly about 
the systems they had prior to BSF, the technical staff they had managed and the control they could exert as 
previously their schools had been autonomous in all aspects of their ICT use; consequently they lamented 
their loss of influence.  
µ:LWK%6)ZH
YHORVWWKDWLW
VDOOGLVWDQW7KHPDQDJHGVHUYLFHFRXOGQRWGRDQ\WKLQJDVZHOODVKH
was already doing¶. (HT4) 
 
Again there was unanimity in the feeling that they had more in quantity but had not been matched in 
functionality or quality of provision. I would also argue their understanding of how to best utilise their 
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increased provision in teaching and learning was limited at best and that the MSP was no better informed.  
This observation is supported by data from all the other sources in the discussion to follow. 
For all but one of the schools, working with a private provider was a new experience, and not initially a 
positive one.  
µ««PDQDJHGVHUYLFH,WKLQNWKDWKDVKHOGXVEDFN¶. (HT3) 
 
The complex and expensive procurement process had engaged an MSP on a 5 year contract. The reality was 
that once signed, the contract left little room for negotiation.  
µBSF forced us to look at a managed service and have to engage with what they were offering rather 
than what we wanted¶. (HT1) 
6FKRROVZHUHJLYHQOLWWOHFKRLFHEXWWRDFFHSWDµSURGXFW¶PLVUHSUHVHQWHGDVDµVHUYLFH¶, with a contract that 
was detailed around what they would get rather than what they could ask for. 
In contrasting their vision statements with the reality of what they had received, it was impossible not to feel 
their disappointment.  
µI think part of the problem was my expectations were too high¶.  (HT4) 
 
This is one occasion when a Head Teacher almost began to offer an apology to explain perceived failures in 
the results of aspects of his BSF projects, he even suggested it should have been no surprise that there was 
little in the way of expertise on the activities of classrooms coming from within BSF.  
µ,GRQ
WWKLQNLWZDV%6)
VMREWRWHOOXVDERXWWKHWHDFKLQJDQGOHDUQLQJ¶. (HT4) 
 
The result of this was schools tried to incorporate CPD around the use of ICT into their regular school 
improvement work, resourced from their own budget and capacity, (as the capital funding for this sat with the 
MSP) in the hope that teaching and learning would be enhanced. As such there was a clash of priorities (see 
5.5 below) between multiple agendas. 
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Perhaps more perceptive than PfS, Head Teachers understood that at the heart of any change in teaching and 
learning was the quality of teaching, an observation that recurs through both literature (McKinsey, 2007) and 
my data. 
µmuch more importantly teachers in classrooms use that ICT to transform that learning experience¶. 
(HT3) 
 
Teachers accepted their key role and understood it was up to them to make best use of the technology. 
  
µI think it is overused in certain ways but I think it's more about the user than the use¶(T1) 
 
Head Teacher were clear that in the right hands ICT was capable of being a major player in realising the BSF 
vision, and that was the most important factor, just like any other tool. Once again, good teachers with the 
right skills set were seen as essential in any change process (McKinsey, 2007). I believe this is an area of 
expertise that MSPs had little understanding of; yet they had been allowed to bid for school ICT projects by a 
government who either assumed they had, or were being driven by, their newly found faith in the private 
sector¶s ability to deliver (Selwyn, 2010, p.73). 
µI think it is capable of helping; you've actually got to have the staff who have got the right skills and 
WKHZLOOLQJQHVVWRWUDQVIRUP¶ (HT4) 
 
This comment from HT4 is significant as he touches on the complex inter-relationship between teacher 
confidence, CPD and the conflicts within teacher professional lives. HT1 raised what he referred to as 
µSRVVLEOHXQLQWHQGHGFRQVHTXHQFH¶ of BSF. When talking about teaching staff readiness to embrace their new 
environment he detailed how many experienced staff, getting close to retirement, brought the decision forward 
and left, taking with them years of experience. Although the new younger staff who replaced them, he felt, 
had much better ICT skills and could potentially deliver the change, he worried about the loss of experience 
that would have been there to support them at the start of their career (Fink, 2003; Rice, 2010) as staff 
turnover does not come without cost.  
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The hidden costs related to the turnover of school staff that takes place every year in many schools 
can also take toll on effort to sustain and deepen the implementation of any improvement programme. 
(Hatch, 2000, p.9) 
So, as strategists and operational managers Head Teachers did offer a comprehensive view of the big picture 
and so touched on all of issues that follow in this analysis from BSF planning, building and the engagement of 
the MSP to the nature of the teaching and learning that took place in their new schools. 
  
 Teacher Interviews (T) 
Six teachers were interviewed from one school. All the teaching staff from the same school also filled in the 
questionnaire. This section sets out to analyse the interviews and reference will be made to questionnaire 
responses if they are relevant to particular points or comments made.   
There was overwhelming acceptance of the indispensable role of ICT in the lives of the interviewees. The 
questionnaires supported this (Figure 15) in that even those in the later stages of their career, while less 
enthusiastic about some aspects, reported that they felt ICT allowed them to be more productive (P2.1, 
Q6&10). Efficiencies had been made in preparation, communication and sharing of resources. Access to a 
range of commercial and free teaching materials that could be retrieved via networks and used in classrooms 
was labour saving. The production values, including multi-media content, were of a standard beyond that 
which could be created by any one individual. However, teachers reported using such resouUFHVIRUµZKROH
FODVVWHDFKLQJ¶ giving them not much more than the ability to display colourful and animated teaching 
resources as compared to their older more static ones. This was perceived as transformational in the early days 
of the IWB (Brna & Cooper, 2003; Thomas & Schmid, 2010a, p.89) and it certainly featured as a positive 
change from the perspective of pupils and teachers alike, but I feel it was more of a multimedia enhancement 
to current practice when I observed lessons.  In short it appeared that teachers had no more than a 
technologically enhanced blackboard WRZKLFKSXSLOVZHUHDVNHGWRµSD\DWWHQWLRQ¶(Brand, 2010), a 
conclusion supported by my observations. 7HDFKHUV¶ assessment of their own practice (Figure 19) and my 
observations (Figure 20) support this conclusion. Display of all types is at the top of both data items, 
indicating at the start of lessons at least, a passive role for pupils; one teacher was very aware of this; 
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 µ«ZHOOLWVFRXQWHULQWXLWLYHWRWHDFKLQJLVQ¶t it,WVSHRSOHVWDULQJDWDVFUHHQ¶(T6) 
 
7KLVVHHPVUDWKHUGLVPLVVLYHSXSLOVµVWDULQJDWVFUHHQV¶LVQRWKRZ,ZRXOGKDYHUHFRUGHGP\observations as 
µVWDULQJ¶VHHPV a little extreme. There was certainly a lot of material displayed, some of it static that simply 
required reading but a considerable amount offered stimulus (artists work, results of experiments, literary 
quotes, video clips) that required comment and discussion. Arguably all of this could have been done without 
technology, much of it on paper (indeed some staff used both) but I have no doubt that classroom interactions 
were enhanced; pupils confirmed this (see 4.1.1.4 below).     
More than one teacher WDONHGDERXWWKHµFRPIRUW]RQH¶WKH\KDGVHWWOHGLQWR 
Figure 10) while one reflected on the value of digital displays in general.  Once they had become familiar and 
confident with enough of the new ICT systems to meet their needs, they stopped seeking any further 
development of their skills (Gu & Day, 2007).  
 
 
Figure 10: Questionnaire respondents by teacher use 
 
 They could elaborate on how they could move from a passive role for pupils and describe how these displays 
were being used to facilitate classroom interaction.  There was a lot of evidence in the data to support this. 
0 20 40 60 80 100
Displaying lesson objectives.
/ŶƚĞƌĂĐƚŝŶŐǁŝƚŚƉƵƉŝůƐǀŝĂŚĂŶĚŚĞůĚ ?
DŽŶŝƚŽƌŝŶŐƉƵƉŝůƐĂƐƚŚĞǇĐŽŵƉůĞƚĞ ?
Displaying multimedia resources.
Sharing pupil work for peer assesment.
Displaying WWW pages.
Using purchased educational resources.
ůůŽǁŝŶŐƉƵƉŝůƐƚŽĐŽŵƉůĞƚĞůĞĂƌŶŝŶŐ ?
Accessing a school Intranet
Something else?
Q9. Tick all of the tasks you use ICT 
for in your teaching %
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µ« LW¶VUHDOO\LPSRUWDQWWKHVWXGHQWVFDQHQJDJHZLWKZRUNYLVXDOO\WKHUHIRUHYLGHRVDUHRIWHQVKRZQ
WRVWXGHQWVZKLFKWKH\LQWHUDFWZLWK¶. (T3) 
µI use a lot of quizzes and interactive material using the voting pads at least once a week with each 
class. I use it quite a lot for formative assessments. Other than that, even if I am doing class based 
activities I would have some pictures or some keys words up on the board, just the colours and 
HYHU\WKLQJ¶(T4) 
µ«stimulating discussion or stimulating understanding or provoking an emotion or response from 
them rather than as a tool for them to use as a lot of what they do is hand written¶(T1) 
 
Consequently, there are two almost opposing observations on the impact of the use of multi-media displays; 
either they stimulate and improve engagement or they pacify and entertain. The reality is I fell they do both, in 
the hands of the creative teacher the former is more evident (and more frequent), used by those with a lower 
VNLOOVHWµSD\DWWHQWLRQ¶DQGµHGXWDLQPHQW¶DUHWKHQRUP 
The ability to offer a range of displays and quickly change between one and the next added the all-important 
pace much praised by Ofsted that began to produce an almost a convergent evolution in lesson structure and 
design based around 6 steps: 
1. Objectives displayed 
2. Lesson stimulus (image, video, text) 
3. Tasks(s) 
4. Sharing of outcomes 
5. Outcomes matched  grading/level criteria 
6. Return to objectives   
Obviously, my observations took place following agreed protocols and grading criteria (P5.6) and this may 
well have pushed lesson planning into this direction. However, teachers were delivering what they thought 
were their best lessons, matched against agreed expectations; what I saw was  the use of ICT in that context. 
One significant contribution was the ability to simplify and enhance the process of peer assessment (item 4 
above). The new (Ofsted) imperative to show progress in lessons necessitates the ability to illustrate levels or 
grades of current work and how it can be improved. Written work was displayed via visualisers, art work 
photographed or scanned and performances videoed subsequently to be displayed and evaluated by the whole 
class.  
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µI filmed a speaking and listening presentation and was able to show it back to do a self-assessment 
DQGSHHUDVVHVVPHQWDVDFODVV¶(T1) 
µ,XVHLWTXLWHDORWIRUIRUPDWLYHDVVHVVPHQWV¶(T4) 
 
Classroom monitoring software, with its prime use having evolved into classroom control (i.e. checking what 
individuals were doing on their computers and locking them out of specific programmes or internet tools) was, 
in the right hands, being used creatively to display work in progress and asses it collectively. This use of 
technology to allow instant formative feedback (Cooper, 2010, p.4) exploring current attainment and the route 
to the next level or grade (Looney, 2010) hinted at the possibilities of transformation although of what was 
arguably a very much tried and tested teaching and learning technique. This observation caused me to reflect 
on the possible QHHGWRLQWURGXFHDµVFDOHRIWUDQVIRUPDWLRQ¶UDQJLQJIURPDORZOHYHOXVH of technology to 
modernise existing practice up to the high end of a radical change in strategy and process, an idea I will 
develop below. 
Teachers were only really best placed to offer an end user view and in doing so were ultimately largely 
content with their new environment and systems. There were however coming to realise that the ICT was 
ODUJHO\DµFXUDWH¶VHJJ¶LQWKDWVRPHSDUWVRIZKDWZDVRIIHUHGZHUHZHOFRPHRWKHUVOHVVVRAs if to reflect 
my thoughts of a transformation scale, there was more a feeling of modernisation rather than transformation.  
This is hardly surprising give the recurring themes of entrenched school organisation, assessment regimes and 
pedagogy.    
Indeed, the data collected indicates school organisation and classroom practice were little different in the new 
schools in comparison to the old ones. This is of course because, although they may have been new or 
refurbished buildings, management, staff and pupils were simply transferred (or is that transplanted) along 
with existing systems, structures and pedagogy.  As such, apart from assimilating the new environment and 
making it work within familiar practice there was little pressure or need to change. The Head THDFKHU¶V
REVHUYDWLRQRIµHPEHGGLQJ¶LVSHUWLQHQWhere; teachers took the new technology and used it as much as was 
needed to allow them to continue as before. Some did respond to the catalyst and were able to develop their 
practise as a result, most resorted to finding their level of competence and settled there.  
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 Teacher Questionnaires (P5.5) 
The inclusion of the questionnaires in this largely qualitative work aims to support the validity and reliability 
of the study (3.4.5) not least in the analysis of the teacher interviews. Individual question analysis will be used 
in sections throughout this report where relevant. 
What the responses did show was there had been little staff turnover amongst (72) teachers in the case study 
school since the start of BSF, the embryonic study and this work; very few had left. School growth had meant 
an increasing roll, largely of NQTs (Newly Qualified Teachers). The staff profile was therefore one of 
experience and familiarity with the school (Figure 11 and Figure 12), with a relatively small number of new 
staff at the start of their career.  
Figure 11: Questionnaire respondents by teaching service 
 
Figure 12: Questionnaire respondents by service in this school 
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Q2. How long have you taught in 
this school? %
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This gave a good opportunity for reflection on the progress teachers had made in using ICT and the potential 
to ask questions around change0DQ\UHVSRQGHQWVDQGLQWHUYLHZHHVKDGµEHIRUHDQGDIWHU¶H[SHULHQFHWRGUDZ
upon. 7KHµWRSOLQH¶UHVXOWVIURPWKHTXHVWLRQQDLUHFDQEHIRXQGLQ the portfolio (P5.5). 
 Pupil Focus Groups (Pu) 
This group provided consistent reference to what they considered were the more positive impact of ICT.  
Question: Is it making a difference?  Answer: µYes¶. (In one voice). 
They also prove to be very aware of the approach their individual teachers took to ICT use, obviously 
analyzing and discussing their methods on a regular basis 
µWKH\XVH,&7«Qot a lot, but a liWWOH« It is about their preferred teaching style and what you are 
doing in the lesson¶(Pu1) 
They were acutely aware of those teachers at the low end of confidence and skill and therefore made little use 
of the technology; 
µ6RPHWHDFKHUVKDUGO\HYHUXVHLW1RWYHU\RIWHQ¶(Pu6) 
 
The classroom is a stressful and high powered environment and the sources of that stress vary greatly 
depending upon a multitude of factors (Klassen & Chiu, 2010). Successfully managing that environment is a 
key to successful learning, though while it that may not be explicit on lesson plans it is a priority for all 
teachers. Consequently, including an element of a lesson that teachers are not confident with, or even worse 
may not work, is unlikely to happen as it may lead to that all important control being lost.       
µThe majority of WHDFKHUV¶ first priority is to maintain order in the classroom and to have a controlled 
learning environment. Any suggestion of adopting very innovative teaching techniques such as using 
ICT is therefore seen as threatening this orderly pattern and therefore not desirable. There is a 
genuine fear amongst many teachers about ICT and scepticLVPRILWVYDOXHWRWKHLUSXSLOV¶ (Cox et al., 
2000) 
Pupil P6¶V observation above (and those of others) fit well with those outline in the literature review (on page 
43) :KDWWKH\DUHVHHLQJLVWKHHQGUHVXOWRIWKHHIIHFWRIµPDQLSXODWLYHIDFWRUV¶(Afshari et al., 2009), 
µH[WHUQDOSUHVVXUHV¶(Cox et al., 2000) and µODFNRItime¶(Preston, 2004). I have previously commented upon 
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Becta¶V research evidence and their acceptance of µthe significance of professional development¶ (Scrimshaw, 
2004, p.5); the same report notes µXQIDYRXUDEOHVFKRROOHYHOIDFWRUV¶(2004, p.4). ,VXJJHVWWKDWµFODVVURRP
OHYHOIDFWRUV¶QHHGWREHLQFOXGHGDVLWLVKHUHWKDWDOORIWKHinfluences and pressures become focused resulting 
in the classroom experience of both teacher and pupils.  
While pupils expressed their frustration they also sympathised with their teachers: 
 µ,I\RXWKLQNDERXWLWHYHU\RQHDOZD\VVWUXJJOHV,I\RXJHWVRPHWKLQJQHZDQG\RXGRQ¶WNQRZKRZ
WRXVHLW\RX¶UHDOZD\VJRLQJWRVWUXJJOHXQOHVV\RXNQRZKRw to use it¶. (Pu2) 
 
They were potentially seeing the outcomes of the training gap felt by their teachers, a phenomenon I have 
established as not unique to BSF (Day et al., 2008) 
µ,GRQ¶WNQRZZKHWKHUWHDFKHUVJHWWUDLQHGEXWVRPHWLPHVWKH\FDQ¶WGRVRPHWKLQJRQWKHFRPSXWHU¶. 
(Pu2) 
 
Supporting findings detailed as a theme later in this report, they described teachers resorting to their µcomfort 
zone¶; using software that they were reasonably confident with.   
µI do think a lot of teachers rely on PowerPoint. I think it is what they feel comfortable and confident 
with¶. (Pu5) 
 
This they thought was not always a good use of ICT 
µ«when you do PowerPoints it is not as beneficial¶. (Pu2) 
 
7KH\WDONHGDERXWWKLQJVEHLQJµHDVLHU¶IRUWHDFhers and lessons being more µLQWHUDFWLYH¶(McLoughlin & 
Oliver, 1995)  because of the IWBs. Some talked of more independence when completing tasks and more 
interaction amongst class members; 
µ«there is a lot mRUHFODVVSDUWLFLSDWLRQ¶ (Pu2) 
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$WILUVWWKLVREVHUYDWLRQLVDWRGGVZLWKP\RZQZKHQ,WDONRIµSD\DWWHQWLRQWHFKQRORJ\¶ (on page 21 and 81 
above), however, it simply further illustrates lack of clarity around the language used to describe classroom 
DFWLYLW\7KHLUGHVFULSWLRQRIµLQWHUDFWLRQ¶PD\QRWFRPSO\ZLWKWKDWRIWKRVHZKRREVHUYHOHVVRQVIRUDOLYLQJ
but none the less they did notice a positive difference.   
Their final recommendation to their Head Teacher was to improve teacher confidence. 
Pupils from the second school had had longer (about 2 years) in an ICT rich environment. This showed in 
their responses. They talked about a much wider range of subjects and uses of ICT. However, there was still 
an emphasis on completion of written tasks, internet searching for information and overuse of some software 
by the same staff, not always to their benefit. 
µIn Maths ± ,GRQ¶WWKLQNLWKHOSVDWDOO¶ (Pu1) 
 
As another important group of consumers the observations of pupils are, in my opinion never given enough 
room in educational research findings and it could be argued I have not done a great deal to change that in this 
work. However, the two groups of pupils provided evidence that almost on its own, encapsulated the whole 
story of BSF and the impact of the ICT component, even accepting their limited knowledge and experience. 
Excluded from the planning process (except from an almost patronising involvement in colour schemes and 
furnishing), they seemed little affected by the implementation and upheaval it caused. The massive increase in 
the number of devices available had a major impact, the use of online and communication platforms much the 
same; their frustration at the inadequacies of some of the systems was palpable. Their observations on the 
range of teacher skills and confidence matched that of the teachers themselves and my observations. Were 
BSF to have continued, the pupil voice resource would have been one of  the first places to go to help inform 
strategist as they planned the SKDVHVRI%6)RUµZDYHV¶DVWKH\ZHUHUHIHUUHGWR The changes in the use of 
technology, the rise of social media, the move to portable personal devices (or even wearable technology) are 
all shaping the lives of young (and not so young) people (Facer et al., 2003); consequently their views need to 
be sought. These changes will then need to be reflected in their time in school or its technology may become 
perceived as increasingly irrelevant.   
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 Initial Teacher Training Students (ITT) 
These groups were not part of the original research plan but were included largely due to the comments of 
HT2 who placed a lot of hope on the next generation of teachers having the ICT skills to make use of his new 
teaching environment. Although his initial observation was that this was proving to be the case he also 
accepted their acquisition of the skills in dealing with current classroom issues were under developed, the very 
skills his departing experienced staff had. I wondered what the ITT students thought about this. As there was a 
readily available (and constantly changing) cohort of ITT students on placements in my own school, it seemed 
appropriate to included them in the data set, therefore 4 cohorts of ITT students were interviewed as groups. 
This is however the data I am most sceptical about as the respondents had limited experience to call upon and 
what they did have was very specific to their own context. Significantly, not all ITT students are of an age to 
be FRQVLGHUHGµGLJLWDOQDWLYHV¶E\ default. Mature students can be (and were) coming to teaching as a second 
career. Interestingly, as we only took students on their second placements, they all had at least one other 
school to make comparisons with. 
µMy last placement did not haYHDQ\,&7DQGWKLVLVDKXJHLPSURYHPHQW¶. (ITT1) 
 
Most acknowledged the ICT rich environment of their current placement and few had come across anything 
better. One frustration was that the variety of ICT installations between schools was presenting a steep 
learning curve in familiarising themselves with how, for example, different models of IWB worked. More 
than one was frustrated that materials that they had prepared for model x in their first placement would not 
work on model y they were now presented with. This is one of the outcome of the open market of ICT 
provision for schools (on page 38 above). 
Detailed planning and preparation, an essential part of teaching practice, was a predominant feature of early 
parts of the discussions. Lesson objectives and learning tasks were being planned well in advance and, in the 
case of two students from different universities teaching the same subject, shared. Adapting material provided 
by existing classroom teachers was saving time and giving confidence. Materials were described DVµup to 
GDWH¶SDUWLFXODUO\WKRVHIRUSDVWRUDODQGWXWRULDOVHVVLRQV 
Page 96 
 
  
Variety in the range of Universities was increased when subjects and lecturers were added to the matrix, but 
the overall response was that much of what they now knew was either self-taught or learned while on 
placement. This is of course how the ITT placement is supposed to work and the observation is unsurprising 
when considering how little time they now spend in their base institution at the start of their PGCE courses or 
ITT is taken into consideration.   Interestingly their description of the variety of the skill sets of their lecturers 
mirrored those of the school pupils and their teachers. There was almost universal experience of those whose 
methodology was PowerPoint presentation of lecture notes that could have more efficiently been distributed 
for reading. The experience of higher order skills came largely from Art and Design students. Here, the 
development of their ability with specific software associated with creative processes was welcomed. 
However, only one could recall any specific sessions on how to best use ICT in their new profession; again, 
this is not surprising as they were about to enter schools with a huge range and variety of provision. A couple 
from one institution recounted how they had booked a classroom with an IWB for themselves; a group of 
them then held their own self-help session; in doing so moving into the world of sharing good practice seen as 
a powerful tool in professional development (Mansell, 2011). Even the IT graduates expressed concerns that 
they were unsure about how to best use the technology available in the learning process. Their focus had been 
on curriculum and content delivery not on how to use the technology itself in teaching and learning. 
 µICT can be very interesting but it can also fall flat same as every other subject. We have not been 
taught the best way to deliver ICT or even use of ICT¶. (ITT5) 
The overwhelming feeling was that ICT was now indispensable to them as they began their teaching career. 
They also gave off a feeling of frustration in that they were convinced there was so much more they could do, 
if they had access to the right training. However, they were experiencing at first hand the huge variety and 
range of ICT provision in the schools in which they were placed. There is no doubt that as a group they could 
not envisage working in anything other than comparably ICT rich environments again. They were acutely 
aware that they were yet to make best use of the provision and frustrated at the lack of some uniformity of 
systems that would make professional mobility easier although result in the lack of any independence schools¶ 
could have in sourcing the best solution for their own institution. The next generation of teachers were 
experiencing the impact of market forces and individual school autonomy, an environment that can only 
continue to fragment as manufacturers and providers compete for business, each with a different solution. 
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 Analysis by Theme  
I had established some initial themes (Figure 9) for analysis from my original reading and research question. 
Following the analysis above, these themes were developed and their relationships altered (e.g. µPositive¶ and 
µ1HJDWLYH¶EHFDPH sub-themes of Impact). I will also add some reflection on my own experience as both a 
Deputy Head Teacher and the only remaining LEA employee present from the start of the BSF programme, 
when appropriate. 
 Building Schools for the Future and Managed Services 
Although a key element in the title of this work, the BSF process was not particularly high on the agenda of 
many participants, other than school leaders. It was the least frequent item in the coding table, occurring only 
27 times in 8 interviews, with only Head Teachers really able to distinguish between the BSF and the ICT 
service.  There was little if any reference to the physical upheaval caused by building renovation or 
construction (although this was considerable). I did ask about this but those who lived through it appeared to 
have accepted that was what they had to endure to achieve the outcomes promised. Most of the references 
were to the physical amount of new technology that had been delivered when referring to tangible outcomes. 
Teachers and pupils were less inclined to dwell on the early problems of the BSF process. Indeed they quickly 
got to see the positivity of the investment and the opportunities that their new schools and their ICT rich 
environment offered, particularly in comparison to the previous provision, Rudd found that in these situations 
pupils felt increasingly µSURXG¶of their new schools (2008, p.28) . As far as they were concerned their 
technological environment was better measured simply by quantity alone; their physical environment had 
certainly been transformed. µ7KHUHLVVLFPRUHFRPSXWHUV¶(Pu7). When asked if the amount of money spent 
ZDVµZRUWKLW¶ from their perspective, more than one pupil replied µGHILQLWHO\¶, teachers (present and future) 
knew they were now well resourced, with ICT at least, thus removing one of the barriers (Bingimlas, 2009; 
Jones, 2004) to ICT use, that of availability. Another two of the barriers, reliability and technical support, 
were however only partially addressedDVSXSLOVWDONRIWKLQJVµQRWZRUNLQJ¶DQGWHDFKHUVUHFRUGOHVVWKDQ
100%  satisfaction  (Figure 13 and Figure 14) ;the data from all groups indicated reliability and functionality 
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issues, particularly at the start of the contract. Fixes were slow to materialize as technical support was stretch 
or unable to provide solutions as the problems were systemic and beyond their influence.    
 
 
 
 
 
Figure 13: ICT Reliability (Q25) 
 
Figure 14: Technical Support (Q26) 
0% 5% 10% 15% 20% 25% 30% 35% 40% 45%
Excellent: It always works as I expect
Very Good:It almost never lets me down
Good: It works as expected most of the time
OK: There are times when it is unreliable
Poor: I cannot rely upon it, it's just too hit
and miss
Q25. How reliable would you say the ICT 
infrastructure is?
0% 5% 10% 15% 20% 25% 30% 35% 40% 45%
Excellent
Very Good
Good
OK
Poor
Q26. How would you rate the technical support?
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Consequently, despite the huge amount of capital investment feelings towards the BSF process, when 
expressed, were far from positive. Head Teachers were obviously concerned that the ICT component had 
failed to deliver; indeed according to some it may have had a negative impact due to the previously discussed 
issues of reliability and suitability. This feeling lasted well into the life of this work and left them sceptical 
about future ICT projects (and the associated spending). Perhaps this was a good thing as they became less 
likely to believe the evangelistic hype  of µWKHGHVLJQSURGXFWLRQDQGVDOHRIGLJLWDOWHFKQRORJ\KDUGZDUHDQG
VRIWZDUH¶  that made schools µwhROO\GHSHQGHQWRQFRPPHUFLDOLQWHUHVWV¶ (Selwyn, 2010, p.70), and the 
µPDLQWHQDQFHRIWKHUDWHRISURILW¶ (Selwyn, 2013, p.126).  I know I was then, and remain so to this day as I 
continue in my role as Deputy Head Teacher responsible for our ICT strategy post BSF.  With the external 
pressures of accountability Heads simply wanted ICT to be transparent in the delivery of their schools core 
activities and so reduced their expectations accordingly; they were no longer expecting transformation but 
instead maintained a sense of reality in their expectations of BSF. They could articulate their acceptance of 
their important role as education professionals and distinguish this from that of builders and suppliers.   
µTheir job was to provide us with ICT that could then be used flexibly to do what we want to do. 
(HT4) 
My own experience was that project meetings were very practically focused around building design issues and 
costs. Furniture, flooring and paint colour discussions consumed hours of time, always with one eye on 
budget. Significantly, ICT meetings were around device choice with decisions made on value and availability, 
by groups with educational professionals noticeable for their absence (Cooper, 2010).  At the pivotal points 
when spending decisions were being made, the crucial moment when BSF funding became tangible, reference 
to the principles of teaching and learning and the evidence of ICT impact were not allowed to complicate the 
need to procure work and goods on time and at the best price from what was on offer from a limited range of 
suppliers (Selwyn, 2010). 
 
Although this work has teaching and learning as its prime focus, it cannot ignore the influence the largely 
Public Private Partnership relationship schools had with their MSP. The concept of a Managed Service for 
ICT was new to all of the schools involved. This was potentially where the interface between the worlds of 
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business and education would be tested and a clash of cultures exposed. As with BSF, the MSP was 
infrequently referred to during interviews; in fact for many respondents they perceived them as one and the 
same. However, when it was talked about the tone was again almost exclusively negative. The legal and 
contractual frameworks that set up this interface are beyond the remit of this work but the outcomes have a 
huge bearing on the transformation agenda and as such are reflected on in section 5.2 below. The contract 
with the MSP was, based on my own experience, heavily weighted in their favour and allowed schools little 
room to challenge or modify the service. At a very basic level the MSP failed to understand both the nature of 
the curriculum and the systemic organization of schools; or as one Head Teacher put it; 
µ7KH\
UHYHU\QLFHSHRSOHDQGWKH\NQRZWKHLU,&7DQGZHZDQWWRGRDJRRGMREEXWHVVHQWLDOO\LW
doesn't matter to them in the way that it matters to us and we wDQWVRPHWKLQJZH¶YHJRWDWLPHWDEOH
for it that has a logic but if you're not in school you don't understand the logic but it is very powerful 
LI\RXDUHLQVFKRRO7KH\DUHGHWDFKHGIURPWKDW¶(HT4) 
He continued; 
µ<HV,GRQ
WWKLQNWKH\WROGXVOLHVEXWthey persuaded themselves that they could deliver more than 
they were actually able to deliver and when it came to it they just could not cope. They never 
understood what the real needs of schools are. I was there during the process when we picked the 
compDQ\DQGJRWLWWRWDOO\ZURQJ¶(HT4) 
This was not an isolated view. 
µ,QFUHGLEO\,WKLQNWKHLVVXHEDVLFDOO\LVRXUQHHGVDUHQRWWKHLU (the MSP) needs and they don't 
XQGHUVWDQGWKHSUHVVXUHVRUWKHSULRULWLHV¶(HT3) 
This further illustrates how naïve Head Teachers were in a world of contracts with business of this type and 
scale and so they made decisions that were ill informed, regardless of how many consultants attended 
meetings (and there were a lot). 
One teacher was quite clear things had gone backwards; 
µSo for music pre BSF we were actually further ahead than we are now¶ (T6) 
This echoes the comments in the published work referred to in the literature review (See 2.2 above).  
Frustration also emerged around the simplistic and naive firewall and web filtering protocols that prevented 
everyday research and delivery activities in a number of curriculum areas. 
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µIf you do a random search, but trying to find information for a lesson and you find the page has been 
completely blocked because there might be one website that is inappropriate. I think it would be better 
LI\RXFDQ¶WJHWRQWKDWZHEVLWHVLQFHLWLVQRWOHWWLQJ\RXILQGDQ\RIWKHZHEVLWHV¶. (Pu3) 
 PSHE (Personal, Social & Health Education) lesson on sexual health and relationships were completely 
µEORFNHG¶SXSLOVLQFXUULFXOXPDUHDVVXFKDV%XVLQHVV6WXGLHVDQG7UDYHODQG7RXULVPZHUHXQDEOHWR
complete basic course work tasks if information on the likes of airline tickets, hotel bookings or banking 
services were involved. Each issue took a serieVRIµFKDQJHUHTXHVWV¶WRUHVROYH 
 µ,W¶VTXLWHDQQR\LQJZKHQ\RX¶UHWU\LQJWRUHVHDUFK± and the website is blocked. I understand some 
WKLQJVVKRXOGEHEORFNHGEXWWKHUH¶VVRPHWKDWLW¶VTXLWHXQUHDVRQDEOH¶. (Pu1) 
 
Pupils consistently used their personal use of technology as a comparison (Kent & Facer, 2004). The 
flexibility and control their private use offered and they expected was not a feature of their new school 
systems. User management and associated computer profiles ZHUHVRFRPSOH[WKDWµORJJLQJRQ¶WRQHWZRUNV
took so long that frustrations built, particularly with learners who constantly moved location. 
µIt just slows it down. If it takes ten minutes to log on, it is ten minutes of the lesson lost¶. (Pu4) 
µThe networks are really, really slow¶. (Pu5) 
 I believe the MSP had put their own interests first to the detriment of the service making it almost, initially at 
least, not fit for purpose. The excessive web filtering prevented the MSP having to explain pupils gaining 
access to unsuitable material, it was simply easier to block almost everything as they seemed frightened of 
consequences if they did not.  In order to manage roaming profiles for users but keep their staffing 
requirements low (as low as one technician per school site) they introduced network and user management 
software to manage profiles that depleted server and computer resources on start-up, hence the µORJJLQJRQ¶
problems. Although this issue resulted in repeated failure of KPIs (Key Performance Indicators), the penalties 
imposed were so low (as little as £20 per month per sited) that it was not a financial imperative for them to 
find a fix. Issues such as this bring into focus the inherent problems in the MSP model when the answers to 
the conflict between financial pressures and the provision of a service lies with the provider and not the 
customer. 
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Consequently, regardless of what was understood as the transformation agenda (on page 8 above),  it was 
under threat from the start. The promise that the Managed Services would provide ICT systems as reliable as 
µWKH ILIWKXWLOLW\¶DIWHUHOHFWULFLW\JDVZDWHU and telephony) was RQO\WUXHLQWKHVHQVHWKDWLWZRXOGEHµRQ¶ 
during working hours. Any part of the contract relating to transformation of teaching and learning was broken 
as the MSPs were unable to deliver, initially at least, either the true reliability or functionality essential for 
schools to deliver some basic functions let alone transformational services. My own feeling is a mixture of 
factors came together to result in some clear systemic failures. The pressure to build bespoke platforms 
resulted in over-complex solutions and so systems, when applied, were unsuitable for schools. Even with the 
considerable amounts of money available the MSP could not build the capacity in the time available to deliver 
any more than basic solutions based around products they already had, that ticked contractual boxes but did 
not deliver the true spirit of what was really promised to schools. Over reaching themselves at the bidding 
stage became evident on delivery. 
Therefore, because of this, risks were taken with teaching and learning. Not only were schools expected to 
continue with their core business during their BSF builds, they were expected to be different as a consequence 
of the disruption while still delivering outcomes that had not changed. Employing an MSP seems not to have 
been the solution it was expected to be (Goss, 2001).  More than one individual from every interviewee 
category commented upon the mismatch between their expectations and the service as provided, they 
UHPLQGHGPHRIWKHTXRWHIURPWKHDXWKRURIµ7KH+LWFKKLNHUV*XLGHWRWKH*DOD[\¶'RXJODV$GDPV
µTechnology is a word that describes somHWKLQJWKDWGRHVQ¶WZRUN\HW¶ 
 Teacher Confidence and CPD 
This a theme that runs throughout this work, every interview group provided data that reflected on the 
confidence of teachers and how CPD could have an impact. The teachers in the survey group were from a 
range of backgrounds and experience (Figure 11). None rejected ICT use as part of their daily lives; far from 
it. Online shopping, email and smartphones are fundamental to the lives of most (Figure 15). This would tend 
to indicate that they would be open minded about the use of technology in their professional lives. Some could 
QRWEHFRQVLGHUHGDVµGLJLWDOQDWLYHV¶ but only 15% of the questionnaire respondents consider themselves 
technophobes. While all bar one (T6) of those interviewed would not have called themselves technology 
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experts, all were able to talk about ICT use with confidence. As such they had largely accepted, and in most 
cases, welcomed the presence of ICT in their professional lives.  
µ,ZRXOGQ¶WVD\,ZDVLQZLWKDOOWKH³WHFKLHV´EXW,GRXVHLWHYHU\GD\)URPP\L3KRQHWRNHHSLQ
WRXFKZLWKSHRSOHEXWDVDZRUNSRLQWRIYLHZ,ILQGLWLQYDOXDEOH,XVHLWHYHU\GD\¶(T4) 
Many went as far as to say it was indispensable and totally integrated into their planning and teaching with 
only 5% reporting they have not adopted the new technology to any great extent. (Figure 16).  All of the data 
sets provided clear evidence of this, there were 168 references to the positive impact of ICT. Head Teachers, 
µICT is part of everyday teaching and learning in the school now. Again, it would be an honest 
response to say that the use of it is variable but increasingly we see very good practice around using 
ICT to enhance the teaching and learning experience for pupils in the classroom¶(HT2) 
and teachers alike report the pervasive positive use of ICT,   
µI would say every lesson I would use ICT that had an impact on that lesson or a part of LW¶(T1) 
µI thinNLW¶VJUHDWMXVWWRKDYHLWWKHUHDQGIRUWKHIORZRIP\OHVVRQV (T3) 
DH. µ,I\RXWRRN,7DZD\OHVVRQVZRXOGEHYHU\GLIIHUHQWZRXOGQ¶WWKH\¶? 
T4. µYes, not anywhere near the same standard¶ 
 
Figure 15: Teacher Personal ICT use (Q7)  
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Figure 16: Teacher self-evaluation of classroom ICT use (Q8) 
 
 
 
 
 
 
 
 
 
 
 
 
However there was still a perceived skills gap. This was openly commented on by pupils. 
µI think some of them (teachers) VWUXJJOH,IWKLQJVJRZURQJDQGWKH\GRQ¶WNQRZZKDWWRGRWKH\
have to get someone¶. (Pu7) 
 
:KDWµWKLQJV¶WKH\PHDQDUHXQFOHDUDVV\VWHPIDLOXUHLQWKHHDUO\GD\VZDVEH\RQGWKHLUFRQWUROKRZHYHUP\
own observations were that many staff needed help with hardware and software use when systems were 
stable. Pupils were supportive rather than critical; 
µI think it would be kind of embarrassing for some teachers though. Especially the older ones, the 
ones that have been teaching longer because it is their thing and if they have students correcting them 
all the time, it could knock their confidence¶. (Pu5) 
 
The inclusion of age as a factor by a pupil here is obviously subjective but did have some research backing 
(Cox et al., 2000; Afshari et al., 2009, p.80), although it is more the result of a decade or more of poor CPD 
Q8. Self-evaluation of ICT Use Frequency Percentage 
I accept I have to use ICT. I use it for what is 
expected of me. I have no real interest in it as my 
focus is elsewhere. 
1 1% 
I have some interest in the use of ICT. I try to use it if 
I can although I do not use it as much as I possibly 
could. 
11 16% 
I try to embrace the use of ICT in my teaching if I 
can. I embrace whole school policy and department 
initiatives. 
30 45% 
I use ICT as much as possible in my teaching. I have 
engaged with CPD and can see the benefits of 
improving my own skills. 
28 42% 
I regularly prepare material using ICT for my own 
teaching and that of others. I consider myself an 
active user of ICT and have supported others. 
26 39% 
Other 3 4% 
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that they were observing (see 2.5 above) (Williams et al., 2000). Pupils even offered suggestions on how CPD 
could be managed; 
µ,GRQ¶WNQRZZKHWKHUWKLVLVSRVVLEOHEXW,WKLQNWKDWWHDFKHUVVKRXOGGRGLIIHUHQWVHFWLRQVDQG 
everybody should get taught just how to do it¶. (Pu6) 
:KDWµLW¶LVZDVQRWH[SORUHGKRZHYHU,IHHOWKDWSXSLOVKDGLGHQWLILHGJHQHULFVNLOOVJDSVWKDWGDWDIURP
teachers confirms exists.  
Teachers were also very honest about their own expertise. Even those that I would (subjectively) have 
considered FRQILGHQWDGPLWWHGWKDWLWZDVHDVLHUWRµstay ZLWKLQP\FRPIRUW]RQH¶ 7µ,GRQ¶WXVHLt as I am 
QRWFRQILGHQWZLWKLW¶ (T5) and another confesses µLWworries me sometimes that the children seem to know a lot 
more than I do¶(T4). These three quotes serve to illustrate the conflicts created by the pressures on teachers 
on a daily basis and ultimately squeeze out any capacity for them to develop their use of ICT (or any other 
skill). However, as schools settle into their new environments and the ICT service became more stable it 
looked, particularly from a leadership perspective that the technology was being used effectively; µteachers 
are skilled up to use the ICT QRZ¶ (HT2). This was again rather naïve, as a closer look would have observed 
that in fact there had been more than assimilation into normal practice with little real change.  
Importantly, the type of professional development training teachers need is very specific to the individual 
resulting a low satisfaction rating of the provision provided by the MSP (Figure 17), what was offered was 
generic, inflexible and unresponsive to need. 
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Figure 17: Teacher perceptions about amount of CPD (Q20) 
 
This is hardly surprising considering the type and structure of CPD offered. I have been charged with 
delivering many CPD sessions over the last 20 years. My experience has led me to  believe any attempt at 
collective or group in-VHUYLFHWUDLQLQJ,16(7FDQRQO\EHGHHPHGDSSURSULDWHZKHQVLPSOHµKRZWRR¶WDVNV
are being covered. Due to time constraints recipients, (as teachers become in this context) have to follow a set 
pDWKRUSODQGHVLJQHGWRPHHWJURXSUDWKHUWKDQLQGLYLGXDOQHHGV$Q\GHYLDWLRQLQWRµRQHWRRQH¶KHOS
frustrates others within groups, slowing progress for all that leads to dissatisfaction and disengagement. In a 
profession crowded with multiple pressures (Sammons et al., 2007, p.699), WKHUHLVOLWWOHWLPHOHIWIRUµIROORZ-
XS¶RUµH[WHQVLRQ¶DFWLYLWLHVWKDWLURQLFDOO\WHDFKHUVZRXOGRIIHUWKHLURZQSXSLOVDVDPDWWHURIFRXUVH 
Frustrations were easy to understand; 
,GRWDNHLVVXHZLWKWKH,&7&3',QOHVVRQV\RXGLIIHUHQWLDWHVWXIIVR\RX¶YHJRW\RXUYHU\DEOHNLGV
SXVKHG\RXUZHDNHUNLGVHWFEXWWKHUH¶VMXVWDOHYHO,NQRZWKHUH¶VSOHQW\RIUHDVRQVIRULWEXW,JRLQ
and I know it all and I think well maybe you could teach me something new but I have yet go in and 
IHOWRKZRZ,¶YHUHDOO\OHDUQWVRPHWKLQJ7KHSDFHLVVHWDWWKHVORZHVWSHUVRQLQWKHURRPZKLFK
when it comes to IT skills in the school then variation is massive. (T6) 
and; 
µ<RXZDQWWREHWDXJKWVWXIIWKDW\RXGRQ¶WNQRZ<RXGRQ¶WZDQWWRVLWIRUDQKRXUEHLQJWDXJKWVWXII
WKDW\RXNQRZRUEHLQJJLYHQDWDVNWKDW¶VH[SODLQHGLQVXFKDZD\WKDWLW¶OOWDNH\RXPLQXWHVEXW
will take somebody else 50 minutes but \RX¶YHJRWWRVLWWKURXJKWKHPLQXWHV¶. (T6) 
These sentiments were common amongst teachers; 
Q20. CPDKDYH\RX«« Frequency Percentage 
«had enough to give you the skills to be able to 
work with ICT? 17 25% 
«had enough to give you basic skills but feel like 
you need more? 36 54% 
«only had the basics and could really do with more 
specific CPD? 7 10% 
«not had nearly enough and feel de-skilled at 
times? 5 7% 
Other 4 6% 
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µ,KDYHKDG&3'DURXQGXVLQJ,&7EXWWREHKRQHVWLW¶VPDLQO\IRFXVHGRQVWXIIWKDW,DPDOUHDG\
quite confident with¶(T5) 
This all supports my observation of the flawed CPD model offered by BSF contracts; the one size model was 
an inappropriate fit for almost everyone, no matter at which end of the skills continuum they found themselves 
and had little hope of meeting the training needs of a teacher population of the size that each project included 
(70+ per school) even before the timescale was factored in. Both frustrating and restrictive was the fact that 
the funding ring fenced for CPD was held and managed by the newly appointed MSP, a commercial enterprise 
with little or no real experience of classroom dynamics. Schools had to source their training from the Provider 
without access to capital funds for basics such as supply cover to release staff. This resulted in a lack of 
flexibility around training programmes and what was offered was largely determined by the MSP and centred 
on how to use their systems, be it the MIS or Learning Platform. Obviously these platforms could have an 
impact on teaching and learning but higher order use was largely left to the schools or individual teachers to 
investigate and develop&RQVHTXHQWO\VFKRROVVWDUWHGWRUXQWKHLURZQ&3'EDVHGRQPRGHOVRIµVKDULQJ
JRRGSUDFWLFH¶FRPSHWLQJIRUWLPHDQGUHVRXUFHVIURP within  training programs already pressured with every 
other agenda schools had to address (Day & Gu, 2007). 
µTKHPRVWFUXFLDOHOHPHQWZDVQ¶W,&7LWZDV&3'&RQWLQXLQJWKHIRFXVRQ&3'KDVWREHWKHPRVW
important factor in transforming¶ (HT3) 
Unfortunately then the CPD model supported by BSF was flawed to such an extent that the considerable sums 
allocated and held by the MSP to deliver it were completely wasted.  So little notice appears to have been 
taken by PFS of the research evidence (on page 43) on effective teacher professional development as they 
structured BSF that school leaders were given a model that they would never have embarked upon if they had 
been consulted. 
 Rogers observes µindividuals pass from the first knowledge of innovation, to the formation of an attitude 
towards innovation, to a decision to adopt or reject, to implementation and use of the new idea and finally to 
the confirmation of this decision¶  (2003, p.20), this takes time, and happens at a rate that is very personalised; 
WKHSRWHQWLDOWRµUHMHFW¶ is also significant LIµDWWLWXGH¶IRUPHGLVDQHJDWLYHRQHThe CPD model took no 
account of this. 
. 
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 Impact on Teaching and Learning and Pedagogy 
If ICT were to have an impact then it would be in the classroom where it would be felt. There were by far and 
away more references to the positive impacts of the ICT investment practice than any other theme (Figure 10). 
This is probably not surprising considering the scale of investment. Those in the classroom considered 
WKHPVHOYHVµYHU\OXFN\¶7Head Teachers ZHUHNHHQWRWDONDERXWµSRWHQWLDO¶DQGµRSSRUWXQLWLHV¶EXWZHUH
OHVVFOHDUDERXWDFWXDOLPSDFW3XSLOVZHUHPXFKPRUHHPSKDWLFWRWKHTXHVWLRQµKDVWKH,&7PDGHa positive 
LPSDFW¶WKHUHZDVDQXQTXDOLILHGµ\HV¶IURPRQHJURXSDQGDµGHILQLWHO\¶IURPWKHRWKHU7KLVSRVLWLYLW\ZDV
largely around internet use and the independence that their own network storage gave them to work on 
coursework and text based task without the need for paper and physical files. 
µI think it lets you be more independent with your work¶(Pu4) 
 
The innovation of access from home gave them the feeling of being independent learners which, however 
defined, one would hope was a feature of any educational development fit for the future. 
µIn a world characterised by the knowledge explosion, globalisation and the crucial need for people 
to be lifelong learners, the development of the ability to learn independently may be seen as essential 
to the future of education, economy and society¶ (Meyer et al., 2008, p.28)  
One Head THDFKHUVDLGKHIHOWSXSLOVZHUHµHPSRZHUHG¶7KHIHHOLQJRIWKHOHDUQHUEHLQJPRUHLQFRQWUROZDV
clear; revisiting, reviewing and independent research were seen by pupils as being greatly enhanced. 
µYou can learn at your own pace. You can re-read it, go through it. Rather than a teacher  ± you learn 
DWWKHLUSDFH,I\RX¶UHGRLQJLWRQWKHFRPSXWHULW¶VPRre about you¶. (Pu7) 
 
Perceptively pupils were also able to talk about lesson pace. 
µ«instead of getting out bits of paper, it is already there for them WKHWHDFKHU¶. (Pu6) 
µI think lessons are a lot more efficient, the way they go quicker¶(Pu2) 
The issue of lesson pace was seen as a major positive outcome of the new teaching environment 
 µ,WKLQNLW¶VJUHDWMXVWWRKDYHLWWKHUHDQGIRUWKHIORZRIP\OHVVRQ¶(T3) 
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In some respects these observations are contradictory. The ideas that teachers drive lesson pace on the one 
hand while pupils have more independence on the other would appear to be a different ends of a continuum. 
The resolution of this conflict lies in the context of tasks set for pupils either during lessons or for extension or 
homework. Pupils found the technology enabling; software with which to produce their own work supported 
by the internet and local online resources for them felt very liberating. For teachers, the impact on lesson pace 
was the outcome of a number of drivers coming together. Significantly they found planning more efficient and 
were able to build complex lessons away from the classroom; lesson that could make use of a wide variety of 
resources and media. They could also share these in their entirety or as component parts.  These lessons could 
then be delivered without any preparation on the day and used repeatedly with different classes or modified to 
suite classes of different ability or age. 
µApart from having all of the resources ready, the fact that I can switch between lessons, all I need to 
do is click onto different folders in my area. There you are straight away, ready for the next class¶ 
(T4) 
The BSF investment meant that every teaching space was identically equipped to enable delivery. Reliability 
was, if not perfect better than it had been, with technical support on demand should any issues arise.  
$QLQFUHDVHLQµSDUWLFLSDWLRQ¶DQGµLQWHUDFWLRQ¶E\OHDUQHUVZDVQRWHGIURPERWKVLGHVRIWKHGHVN 
µ«and there is a lot more class participation because you can actually see what is going on¶. (Pu6) 
µ«means it increases the interaction because it means you have everything ready to display and you 
are using it as a tool for the lesson, so the focus is less on looking at material and more about 
discussing¶(ITT5) 
Whole school platforms certainly transformed communication. This was the one area that had universally 
SRVLWLYHUHVSRQVHVDOWKRXJKDVPRUHWKDQRQHWHDFKHUSRLQWHGRXWEHLQJDEOHWREHUHDFKHGµ¶GLGKDYHLWV
drawbacks. Not all teachers were comfortable with their established forms of interaction becoming of almost 
µVRFLDOPHGLD¶GHVLJQ, with established boundaries of time and place removed. 
µ,GRQ¶WNQRZZKDWZHGLGEHIRUHLW,WKLQNLW¶VPXFKHDVLHUWRFRPPXQLFDWHZLWKFROOHDJXHV¶(T3)  
 
Email and µEORJV¶DOORZHGIRUDOOJURXSVWRNHHSLQFRQVWDQWWRXFKDW PXOWLSOHOHYHOVIURPµRQHWRRQH¶and 
group discussion.  Secure email accounts did, for the first time allow pupils to contact their teachers without 
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physically finding them in busy institutions, DOWKRXJKSRWHQWLDOO\UHPRYLQJWKDWDOOLPSRUWDQWµIDFHWRIDFH¶
contact  (Cooper, 2010). 
µDuring the holidays, if we have homework and we want it marked, we send it by email and my 
English teacher will send it back marked¶. (Pu8) 
Unfortunately a lack of guidelines and protocols around the use of systems like email resulted in their 
SRWHQWLDOLPSDFWEHLQJGLOXWHGHLWKHUEHFDXVHRIWKHµEODQNHW¶HPDLORUWKHRIIORDGLQJRIDFFRXQWDELOLW\  
7KHUH¶VEHHQTXLWH,ORW,WKLQNZLWKFRPPXQLFDWLRn with colleagues of people using it as an 
accountability measure- ,¶YHVHQWDQHPDLOWKHUH¶VDUHFRUGDVLILW¶VVRPHVRUWRIOHJDOGRFXPHQW
)RUFROOHDJXHVFROOHDJXHVDUHQ¶WXVLQJLWULJKW (T6)   
 
Certainly the lives of teachers and pupils alike were different in many ways. The difficulty is to decide 
whether this change was truly transformational or simply a modernization of existing practice. One clear 
positive was most groups felt that the ICT infrastructure had revolutionized communication in bringing 
schools and all stakeholders together into a connected world. Contact between school and home, teacher and 
pupil, and indeed all other combination was one area that was described as transformed. It was certainly more 
contemporary than before with less reliance on paper and post (HT1). A DfE review of the research evidence 
in 2010 supports this observation. 
µ,&7FDQFRQWULEXWHWRLPSURYHGSDUHQWDOHQJDJHPHQWE\SURYLGLQJDFRQYHQLHQWPHDQVIRUSDUHQWVWR
access up-to-GDWHLQIRUPDWLRQDERXWWKHLUFKLOG¶V learning. ICT enables parents to be more engaged 
ZLWKWKHLUFKLOG¶VOHDUQLQJDQGVXSSRUWVPRUHIOH[LEOHZRUNLQJDUUDQJHPHQWVIRUVWDII¶. (Goodall & 
Vorhaus, 2010, p.6) 
 
Figure 18: Do you communicate with your pupils? (Q16) 
 
 
 
 
 
 
 
Q16.Communication Frequency Percentage 
I do not communicate with pupils using technology 19 28% 
By email 48 72% 
Through the VLE 4 6% 
I have set up a Blog 4 6% 
Other 4 6% 
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However, seeing past the shiny new hardware was not difficult for some. Interviewees from all groups thought 
the ICT was not the transformational tool it was expected to be and some actually thought it had a negative 
effect. There was the potential that the new multimedia lesson material lacked substance as the focus in its 
preparation was more about the material itself and not the teaching and learning expected. The spectre of 
µHGXWDLQPHQW¶ZDVLQWKHLUH\HVYHU\PXFKHYLGHQW(Buckingham & Scanlon, 2005) and its value was 
untested (Okan, 2003, p.263). 
µ«thinks  less about the quality of what they are putting up whereas if they were having to do with 
paper-based they might actually put more effort into thinking about exactly that children are going to 
be doing¶(HT3) 
   
 
 
 
 
 
 
 
 
 
 
 
 
Figure 19: ICT tasks used in teaching (Q9) 
 
Three pupils commented that they regularly noticed the ICT was µMXVWWKHUHIRUWKHVDNHRILW¶ The ubiquitous 
DYDLODELOLW\RIKDUGZDUHPHDQWLWEHFDPHWKHµIDLOVDIH¶$VHQLRUOHDGHUDWDVFKRRO,ZRUNHGZLWKRQD&3'
session referred to WKLVDVFRQFHSWDVµWKHQHZFRORXULQJLQ¶ 
Q9. Tasks Frequency Percentage 
Displaying lesson objectives. 55 82% 
Interacting with pupils via handheld 
devices. 13 19% 
Monitoring pupils as they complete tasks 
(e.g. using RM tutor). 39 58% 
Displaying multimedia resources (video, 
audio etc.) to stimulate learning. 61 91% 
Sharing pupil work for peer assessment. 43 64% 
Displaying WWW pages. 50 75% 
Using purchased educational resources. 37 55% 
Allowing pupils to complete learning 
tasks. 41 61% 
Accessing a school Intranet 51 76% 
Accessing resources on a Learning 
Platform 33 49% 
Something else? 6 9% 
Other 8 12% 
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 µ,WKLQNVRPHWLPHVEHFDXVHWKH\¶YHIDOOHQEDFNRQWKHFRPSXWHUVZKHQWKH\¶YHEHHQVKRUWRILGHDVIRU
OHVVRQVDQGLW¶VMXVWEHHQERULQJQR-RQH¶VUHDOO\OHDUQWDQ\WKLQJ7KH\SXWDIHZSLFWXUHVRQD
PowerPoint and messed about with it really¶(Pu8) 
 
Heap makes a similar observation when he observes, µ6WXGHQWVNQRZZKHQWHFKQRORJ\ZLWKRXWSXUSRVHLV
being ³IRUFHGXSRQWKHP´IRUWKHVDNHRI³NHHSLQJXS´UDWKHUWKDQIRUDFWXDOO\LPSURYLQJOHDUQLQJ¶  (in 
Purcell et al., 2013, p.49). 
A change in pedagogy, if recognized would be where transformation should be most readily identified; ICT 
being used to shift the structure and methods of teaching and learning from its largely Victorian organization 
still prevalent in English school 0lNLWDOR-Siegl et al., 2010, p.1). There was certainly evidence of this, some 
of it already covered, however results from questions about the tasks that teachers undertook using ICT are 
largely digital versions of those previously undertaken with tradition materials and resources (i.e. paper, pen, 
books and blackboard). µ'LVSOD\¶IHDWXUHKHDYLO\DOEHLWWKDWZKLFKLVYHU\PHGLDULFK8VLQJPDWHULDOVIURPD
range of sources is also clearly evident, be they from a local server or the internet  (Figure 19).  
The activities seen in lessons were ranked by regularity of use (popularity), significantly the use of ICT was 
largely instrumental in giving lessons pace and structure while disseminating information. Consequently what 
evolved was what I refer to as a move to the µFRPIRUW]RQH¶ where teachers expended considerable effort in 
getting to know their abilities and find their limitation and on reaching the point at which they were able to 
function they simply fixed their level of competence and stayed there (Figure 17) not moving into their ZPD 
(page 39) largely I believe because of the impact of other pressures (accountability, curriculum, assessment 
methodology, time) and CPD priorities that were misplaced, and the lack of expert assistance in real time. 
The only thing mine uses his computer for is to log on, mark the register and logs off straight away. 
(Pu2) 
 
Possibly the obvious choice for lesson content display software, (such as PowerPoint) became the platform 
that launched the majority of lessons (Figure 19). Not that this was always a bad thing; used imaginatively the 
software becomes transparent to the learner and encourages engagement. However, at its worst it  simply 
HPERGLHVWKHFRQFHSWRIµSD\DWWHQWLRQWHFKQRORJ\¶UHSODFLQJ2+3VDQGEODFNERDUGV (Reedy, 2008). 
Page 113 
 
  
µI do think a lot of teachers rely on PowerPoint¶. (Pu6)  
 
A simple count of the types of activities using ICT in the lessons I observed supported this view (Figure 20). 
  This along with data from my earlier work informed the structure of Question 12 (P8), the results from which 
indicate little change in the task set for pupils using ICT (Figure 21). 
Figure 20: Activities seen during lesson observations.  
Activity Type No. Lessons Observed In 
Basic Display 94 
PowerPoint 76 
Lesson Pace 71 
Interactivity 35 
Pupil Devices 6 
Multi-Media 55 
Other Software 20 
No Use 9 
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5Figure 21: Ranked Popularity of Tasks using ICT (Q12)   
                                                     
 
5
 Popularity is calculated as follows: Each option is given a score by taking the ranking value given to it away from the 
number of options plus 1. For example, if the question asks respondents to put four options in order of preference, the top 
preference (1) will be given a score of (4+1)-1 = 4. The lowest preference (4) gives a score of (4+1)-4=1. If an option is 
not given a ranking, it is given a 0 score. This procedure means that the more popular an option the higher its score.  The 
scores for each option are then totalled for all the selected responses to give a total score for each option.  The total score 
for each option is then divided by the total number of responses to give an average score for each option. This average 
score will lie between 0 and the number of options (0-4 in the example above) ± a popularity of 0 means no respondents 
ranked the option; a popularity equal to the number of options means all respondents gave it the top ranking.  
 
0 1 2 3 4 5 6 7 8 9
Word processing text based tasks, reports, coursework etc.
Making PowerPoint presentations to illustrate their learning.
Completing online tests or assessments.
Using online learning materials like MyMaths or Bitesize.
Selecting learning materials from a VLE
^ĞůĞĐƚŝŶŐůĞĂƌŶŝŶŐŵĂƚĞƌŝĂůƐĨƌŽŵĂƐĐŚŽŽůŝŶƚƌĂŶĞƚŽƌ ?
Mindmapping and planning.
Web page design.
Audio, Photo and or Video recording and editing.
Making multimedia output to demonstrate their learning.
Something else?
Popularity Index
Q12. Can you rank the frequency of the tasks you ask pupils to do using ICT.
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The pressures that prevented real change, innovation and transformation are therefore not difficult to find. 
While BSF was at the fore front for those schools involved it was taking place on a background of school 
accountability at odds with an agenda of real systemic change. Teachers in BSF schools were still faced with 
the same curriculum, timetables and examination systems they had always had. In their busy and pressured 
lives they came to grips with their new systems, increased their skills where necessary and then continued as 
before (see 5.3 above).   
 Transformation 
Given the title of this work, investigating this theme is fundamental.  However considering the findings in the 
sections above it is no surprise that transformation was a concept around which interviewees found it difficult 
to articulate their thoughts and feeling (Draper & Nicol, 2006, p.1). From the very start this work has come 
across similar difficulties and after exploring the concept (see 1.5 and 2.1 above)  I have come to the 
conclusion that if Government ministers and educational theorists could not clearly define or describe 
transformation, then it was possibly asking a great deal of my interviewees to try and do so (Fisher, 2006; 
Pearson & Somekh, 2006). :KHQSRVHGZLWKWKHTXHVWLRQµKDVWHDFKLQJDQGOHDUQLQJEHHQWUDQVIRUPHG¶WKHUH
were some clear views. 
µ+DVLWWUDQVIRUPHGWHDFKLQJDQGOHDUQLQJ",GRQ¶WWKLQN,7LVDWKLQJWRWUDQVIRUPWHDFKLQJDQG
learning, I think teachers do that. I think IT is literally is a tool to do a job¶(T6).  
This observation reflects the themes running through section 2.1 in the literature review (page 11).  One 
individual did come close to an HPSKDWLFµ\HV¶WRWKHTXHVWLRQ.  As a young teacher at the start of her career, 
KHUµEHIRUH¶FRQWH[WZDVKHURZQWLPHDVDSXSLOVXSWRWKHDJHRI:LWKDIRXU\HDUJDSDWXQLYersity she 
started teaching in our µTXLFNZLQ¶%6)VFKRRO 
DH: µ,&7ZDVVXSSRVHGWRWUDQVIRUPWHDFKLQJDQGOHDUQLQJDUH\RXGHOLYHULQJLQDZD\WKDW¶V
transformational in comparison to how you were delivered to¶? 
T4: µDefinitely, but I think teaching has changed full circle since then anyway. But I do think from an 
ICT point of view, from having a black and white OHP and a worksheet, from the pictures I think of in 
my lessons, I just think colours straight away. I think the visual side of my lessons helps to engage the 
students¶. 
7KLVFRQFXUVZLWK%UDQG¶VILQGLQJV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µWKHUHLVDVLJQLILFDQWGLIIHUHQFHEHWZHHQWKHDYHUDJHDWWHQWLRQVRIDJURXSRIOHDUQHUVH[SRVHGWR
WHFKQRORJ\GXULQJDOHVVRQFRPSDUHGWRDJURXSQRWH[SRVHGWRWHFKQRORJ\¶. (2010, p.1)  
 
This again (see page 88) contrasts with VRPHRIP\HDUOLHUREVHUYDWLRQRQWKHQHJDWLYHLPSDFWRIµSD\
DWWHQWLRQWHFKQRORJ\¶ and the positive impact of the use of multimedia content in lesson material that can 
improve engagement (Cooper, 2010) and change relationships in the classroom, when for example in English, 
art and music lessons I observed pupils demonstrating their own work and understanding to the rest of the 
class (Figure 20). 
The confusion around transformation has its origins rooted at the start of the BSF process, when Head 
Teachers were asked to write their vision statements, a long way removed from what was to come. Burke 
argues that post war educational transformation and renewal was µDUWLFXODWHGDVDSRZHUIXOIRUFHIRUFKDQJH¶
but in contrast BSF vision was µXQGHUVWRRGOHVVDVDSURMHFWLRQLQWRWKHIXWXUHDQGPRUHDVDQDFWLQWKH
SUHVHQW¶ (2010, p.66). My own feelings are that BSF did in fact simply modernised the present; buildings and 
technology were updated so physical environments were contemporary and technology, however it had little 
real effect on the pedagogy of teaching and learning in this secondary school context. It is as if the new 
environments were quickly assimilated into the lives of their population, who then continued with life as 
before, unless of course, as Draper & Nicol infer, transformation was taking place unnoticed. 
µBut is any educational technology transformative, or is transformation impossible, even though it has 
been confidently predicted so often by so many? Can we be transformed without noticing it?¶ (2006, 
p.1) 
6HOZ\QVXJJHVWWKDWDVWDUWLQJSRLQWLQEHLQJDEOHWRVHHµGLJLWDOWHFKQRORJ\IRUZKDWLWLV¶ may be achieved by 
µGHFRQVWUXFWLQJWKHQDWXUHRIWKHGLJLWDOWUDQVIRUPDWLRQ¶ (Selwyn, 2013, p.17), an observation that I think 
offers a way forward. One possible practical solution could be to deconstruct the complexities of the 
technologies used in teaching and learning and investigate transformation on an issue by issue (e.g. VLE use, 
classroom interaction etc.) or item by item (e.g. IWB, handheld device etc) basis and ask stakeholders to plot 
them on what I have called in this context a 2 dimensional µWUDQVIRUPDWLRQLQGH[¶ (Figure 22) rather than a 
simple scale. On a matrix one could plot perception on any given item against two axes; one for simply 
updating or modernising existing practice and potentially making it more efficient or better than it was, the 
other for being innovative or totally new. Each plot would carry with it an explanation of its position provided 
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by the respondent(s) to help understand why they had chosen the position, with those in the top right hand 
quadrant being eligible for transformation status, in that context at that time. This would allow for the 
comparison of impact on different stakeholder groups and could be used over time to see if change in practice 
was radical enough to be considered transformational. 
One example of this would be broadband connectivity, taken for granted now but arguably transformational 
for those who could access it when it was new and innovative. Plotted on a transformation matrix using 
evidence available at the time of its first use (Underwood et al., 2005) it was obviously considerably faster 
than dial up connectivity and therefore allowed for multiple users to gain access to a global range of media 
rich content. 
Figure 23: Impact of Broadband Transformation Index 
 
 
 
 
 
 
 
 
Figure 22: Transformation Index 
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Figure 24: IWB TI Plotted at 2 different times 
 
 
IWBs on the other hand could be considered to be an update of existing technology but only new in the sense 
that they were able to offer multimedia content efficiently. This is certainly true of BSF from the evidence 
from lesson observation, teacher and pupil interviews, presented here. However, their early use in the primary 
sector could have been seen as transformational at the time (Brna & Cooper, 2003). This gives a plotted TI a 
dynamic dimension, plotting developments over time and as their use evolves. 
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5 Chapter 5: Reflection and Conclusion 
It would be impossible to argue that BSF did not set out in principle to address the major identified barriers to 
effective ICT use in classrooms as it attempted transformation; 
x availability of devices, 
x reliability and timely access to technical support, 
x appropriate software and content 
x and finally, teacher training 
(Bingimlas, 2009; Becta, 2003) 
 %6)¶VVXFFHVVHVZHUHDOPRVWVROHO\LQWKHILUVWRIWKHVHand then diminished rapidly, initially at least, over the 
remaining three. Reliability did eventually improve and content was increased in both quantity and quality 
over time, however the suitability of software and content remained much the same. Sadly improving the 
skills of teachers was never addressed by any resources from within the programme, largely due to its capacity 
being held within the control of the MSP (Managed Service Provider) DQGLWVIRFXVRQµWUDLQLQJ¶UDWKHUWKDQ
professional development, with priorities stemming rom he classroom.  Laudable intentions and huge 
investment did have many positive effects. Schools were provided with a wide range of technological devices 
attached to sophisticated networks, learning platforms and collaboration tools. This was able to bring about 
positive changes in the lives of teachers and learners. For example, communication, planning, and sharing 
were all improved.  Motivation was in many cases was also improved and learners felt a greater degree of 
independence. The frequency of multimedia elements that were perceived as engaging and motivational by 
both teacher and pupil groups within lessons grew, replacing more static materials.  
However, Building Schools for the Future I believe was a programme whose strategies and design naively 
built in conflict at multiple levels, and these conflicts undermined any possibility of real transformation. 
5.1 Conflict 1: Building schedules set against educational priorities  
 
7KHWLPHVFDOHRIWKHµTXLFNZLQ¶SURMHFWVZDVLIDQ\thing, too short; subsequent projects failed to meet any 
deadlines and the programme was way behind schedule within a year. Pressure to complete building work and 
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ICT infrastructure installation (to avoid costly overruns) was the driver; little time or effort was given over to 
revisiting visions around teaching and learning (P1.1) transformation. %6)FRQFHQWUDWHGODUJHO\RQWKHµ%¶
projects became buildings exercise with huge amounts of money, time, HIIRUWDQGHQHUJ\VSHQWRQµNHUE 
DSSHDO¶UDWKHURQthe core activity of teaching and learning and its transformation. The procurement and 
planning model was being questioned as expensive not long after the first schools were opened. 
Commissioning bespoke buildings for every school alone added huge costs associated with architects and a 
whole array of consultants. There was no time to see ICT as only one of many tools in a school vision for 
improvement and use it in context when all of the evidence of success points to a confluence of enabling local 
factors  (Passey et al., 2004; Fullan, 2011, p.3). As a reform designed at national level, BSF ignored the 
current context of individual schools and their stakeholders who were firmly rooted in the current  climate of 
accountability.  ,IUHIRUPVDUHµUHIUDFWHGWKURXJKHDFKVFKRROFRQWH[W¶ (Goodson, 2001), then BSF faced many 
multifaceted prisms.  
 
5.2 Conflict 2: Business priorities set against educational priorities 
  
The meeting of the worlds of business and education was an uncomfortable interface resulting in conflict on 
numerous occasions.  Some of these were simply at a practical level during construction, but more 
significantly at a philosophical level with Managed Service Providers whose contracts were designed to make 
a profit as well as offer a service (Selwyn, 2010, p.75).  Consequently, the bureaucracy of BSF and contracts 
with MSPs were a block rather than an enabler. Excessive project and contract management became self-
serving rather than serving education (Goss, 2001, p.15). The faith put in the PPP (Public Private Partnership) 
design of BSF in my opinion produced IXUWKHUHYLGHQFHRIWKHµXQSURYHQ¶VXFFHVVRIsuch models  (Hodge & 
Greve, 2009) and therefore were not value for money or relevant to teaching and learning.  
ICT suppliers bid largely because they had to, as the majority of future ICT spending from schools was to 
come through the BSF model. Prior to BSF central government alone had spent an extra £5.6 billion on ICT; 
that figure could only increase. The added dimension this time was that impact on teaching and learning was 
an explicit part of the rationale for the massive investment, previously they had been able to sell hardware and 
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software without any real post sales accountability other than warranties and updates. Suppliers would now be 
expected to offer solutions that facilitated the as yet ill-defined transformational agenda. 
,WZDVP\IHHOLQJWKHQWKDWVXFKVROXWLRQVGLGQRWH[LVWWRVDWLVI\WKHUHTXLUHPHQWVWKDWVFKRROV¶,&7YLVLRQV
were encouraged to request. In spite of this, Becta representatives who attended the procurement meetings 
DVNHGXVWRµWKLQNRXWVLGHWKHER[¶DQGFKDOOHQJHWKHPDUNHWWRGHOLYHU,&7VROXWLRQVWKDWPDWFKHGWKHYLVLRQ
statements we had written. In order to help they provided, for example, (animated) concept videos that showed 
learners carrying mobile devices receiving assignments and feedback while still on the way to school, or an 
DOWHUQDWLYH OHDUQLQJ SURYLGHU +DYLQJ DQDO\]HG FXUUHQW DWWDLQPHQW µSXVK WHFKQRORJ\¶ DNLQ WR $PD]RQ DQG
iTunes informed the learner about what to do next and how to access it. Online trackers kept teachers and 
parents up to date with progress and alerts were sent in real time should any underperformance be registered. 
None of this was possible then, and that remains the case now. It was, I suspect, expected that market forces 
would pressure suppliers to developing such systems in order for them to continue to compete for contracts. 
None had the capacity or technology to do so. 7KH TXHVWLRQ LV GLG %6) SURYLGH WKDW µILQDO SXVK¶ WKH ELJ
policy that would pull all of the issues together, deal with the failings and  mixed fortunes of previous 
attempts and galvanise all parties to produce the required solution? Regrettably, although the sums of money 
were large in educational terms they were nowhere near sufficient to fund such developments. The expensive 
contract bidding process meant that companies, unsure of success, were reluctant to invest in even more 
expensive product development in advance. After all, the UK market was actually quite small in corporate 
terms with financial returns on the same scale. 
 
I have kept any reference to the revenue funding model of BSF till this point. Prior to the start of the process 
LA officers conducted an audit to establish the then current level of spending on ICT within the schools that 
were to enter the BSF programme. This figXUHZDVFDOFXODWHGDWDµSHUSXSLO¶OHYHODQGSUHVHQWHGWRELGGHUVDV
a figure around which to base their bids. The result was a figure of £140 per pupil, or £140,000 per year 
payable monthly for a school of 1000; fixed at the start of the contract, and to run for 5 years regardless of a 
change in pupil numbers. Due to local socio-economic conditions and variability in the birth rate for example, 
RQHVFKRRO¶V intake fell dramatically by 80 pupils per year while another had an increase of 50; their monthly 
charges remained the same, or rather increased as Providers were guaranteed an annual above inflation 
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LQFUHDVHRI6FKRROV¶DQQXDOEXGJHWVEDVHGRQWKHLUSXSLOQXPEHUVDUHFDOFXODWHGHYHU\-DQXDU\7KRVH
with falling roles were faced with a reduction in revenue without the ability to reduce cost. Even schools with 
stable or increasing income were denied the flexibility to prioritise their ICT spending. Moreover, the monthly 
payments to the MSP did not take account of any consumable costs, replacements or repairs other than those 
covered by warranties; neither did it cover any further capital expenditure. In fact it was through these 
DYHQXHVWKDWWKH063KRSHGWRJHQHUDWHHYHQPRUHLQFRPHDVWKH\FKDUJHGVFKRROVIRUµSURMHFWV¶GHHPHG
outside the original contract.  Consequently not only were schools unable to manage their own ICT spending 
they were faced with costs over and above those of the already expensive contract. As a result ICT 
developments were severely limited for 5 years unless they fitted in with the provisions of the contract. The 
FRVWRIµEULQJLQJLQ¶QHZVRIWZDUHRUGHYLFHVWRWKHFRQWUDFWZDVSURKLELWLYHHYHQLIVFKRROVKDGWKHIXQGLQJ
left to do so. Even more problematic was the inability of the service to evolve with technology without more 
added cost to the school. The explosion in the use of smartphones and tablets began not long after the start of 
the service. However, the design of the networks and their user and device management would not allow for 
the connection of such devices (in fact this was specifically prohibited) without significant and costly changes. 
So as the service came to an end in August 2014 schools were having to spend significant sums (upwards of 
£50k) to modernize their infrastructure after 5 years of stagnation.  
The continuing rate of technological advance was totally ignored by BSF. A review of the IWB initiative 
SRLQWHGRXWWKHQHHGWREHDZDUHRIWKDWLQLWLDOLQYHVWPHQWZDVQRWHQRXJKZLWKWHFKQRORJ\WKDWZDVµQRW
VWDQGLQJVWLOO¶ (Smith et al., 2005, p.99). BSF did not allow for an almost constant reflection on what was 
being delivered so that plans could flex to embrace technological advances. For example, wireless technology 
specified at the start of the project was out of date before it was half way to completion as no scope was 
allowed for alteration to procurement and installation; what little local knowledge that existed was never given 
a forum to challenge decisions. As a result, the last school to be completed was being fitted with soon to be 
obsolete technology. Worse still, five years on, with BSF a programme deleted from DfS history and MSP 
contracts at an end, schools are left with a refresh millstone around their necks. Firstly they are saddled with a 
µFRVWWRFKDQJH¶LIWKH\IHOWWKHQHHGWRWHUPLQDWHGH[LVWLQJFRQWUDFWVDQGHQJDJHQHZVXSSOLHUV3URMHFWFRVWV
(such as wireless upgrades and VLE replacements) of £30k were the norm. Secondly they had to deal with the 
upgrading of 5 year old infrastructure and devices. Servers and backup solutions were out of warranty and 
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devices at the end of their life. Virtualization (an innovative technology in 2008) was now the standard server 
design but would cost £50k to install, desktop computer replacement would be £400 per device with 
multimedia projectors about the same. One wonders what would have happened if BSF had not been 
cancelled. Wave 5 would have been ready to start while Wave 1 would need to be refreshed at the same time, 
a scenario that would then roll on into the foreseeable future with huge associated costs. 
 
5.3 Conflict 3: The Clash of conflicting government policy agendas 
 
The imperative to generate political capital from BSF perhaps did not allow time for any real reflection or 
evidence gathering on how to achieve the best outcomes from huge amounts of taxpayers¶ money and private 
investment.  BSF for those schools involved, was simply another top down initiative, although the concrete 
and computers involved were more tangible than was typical of government initiatives. 
So, the builders came and went (leaving an MSP behind) and schools simply got on with their core business in 
the same environment of assessment and accountability as they had before the bulldozers had arrived. They 
then faced, in 2011, significant new challenges presented by a new government and the education secretary 
Michael Gove that, if anything were a move to a more traditional curriculum and testing regime with little 
interest in creativity and flexibility in the opposite ideological direction of New Labour initiatives.  
As a result, rather than contributing to substantial improvement, adopting improvement progr ams 
may also add to the endless cycle of initiatives that seem to sap the strength and spirit of schools and 
their communities. (Hatch, 2000, p.4) 
Head THDFKHUVKDGDFFHSWHGWKHLUYLVLRQVVWDWHPHQWVZHUHORDGHGZLWKµVHPDQWLFLURQ\¶VXEFRQVFLRXVO\
adopting visionary terminology and rhetoric, largely because it was what they had to do and their own 
experience of classroom technology was many years out of date. Firstly, their professional credibility was to 
be judged by it, (even if they were possibly ill equipped with neither the experience or understanding  to 
underpin those visions), and secondly because the funding would not be released without it (Wallace, 2008). 
Also used to managing internal change, they now faced a µFULVLVRISRVLWLRQDOLW\¶ caused by conflicting 
agendas  with µQRILUPJURXQGWRVWDQGRQ¶while having to accept that µWRUHPDLQLQWKHVDPHSODFHLVWRULVN
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RQH¶VSRVLWLRQEHLQJFKDQJHGQRQHWKHOHVV¶  (Goodson, 1999, p.279). During the short life of BSF there was a 
FKDQJHRIJRYHUQPHQW2IVWHGKDGDWOHDVWQHZµIUDPHZRUNV¶µIORRUWDUJHWV¶VHWIRUVFKRROVZHUHLQFUHDVHG
SXSLOVZHUHDOOUHTXLUHGWRPDNHDWRUDERYHµH[SHFWHGSURJUHVV¶DFURVVVXEMHFWVDW*&6(LQFOXGLQJ(QJOLVh, 
Maths, Science, MFL and Humanities subject. Vocational and creative arts subjects were either removed from 
those that counted in league tables or modified to include terminal examinations. This is possibly the biggest 
conflict of all that sets one government policy against another, specifically here the quest for transformation 
set against an established and entrenched accountability framework too risky to experiment with and because 
of this leadership and vision at local level were largely marginalized and professionalism undermined (OEDC, 
2001; Mansell, 2007; Wallace, 2003). 
I conclude this section with extracts from press releases and newspaper editorials that add to my argument.  
While presenting my work at the BETT Show in 2012 (P4.4), I was able to obtain entry to hear the then 
Education Secretary Michael Gove give his key note speech and state;  
µTechnology is already bringing about a profound transformation in education, in ways that we can 
VHHEHIRUHRXUYHU\H\HVDQGLQRWKHUVWKDWZHKDYHQ¶WHYHQGUHDPWRI\HW¶ (Gove, 2012) 
Further on in his address he observed; 
µA Victorian schoolteacher could enter a 21st century classroom and feel completely at home. 
Whiteboards may have eliminated chalk dust, chairs may have migrated from rows to groups, but a  
teacher still stands in front of the class, talking, testing and questioning¶. 
I found this ironic at the time and even more so now considering the curriculum changes that were to follow. 
The Cambridge Primary Review was concerned about the negative impact on creativity of the new national 
curriculum  (Alexander, 2013), although anyone looking for that report today will get only µNot found, error 
404: The page you are looking for no longer exists¶.  A summative article about the report in the Independent 
quotes the report and refers WR0U*RYH¶VSURGXFLQJDµQHR Victorian FXUULFXOXP¶educationally inappropriate 
for the 21st century (Garner, 2013). The same journalist reports on the written support CBI director general 
John Cridland received for his call that VFKRROVEHDOORZHGWR¶move away from the exam factory model¶ 
(Garner, 2014). 
Trying to form conclusions about the impact of BSF in isolation is potentially fraught with difficulty 
considering its position in the overlap of the complex worlds of ideological trends in the theory of education 
and government policy, trends that began with the Education Reform Act of 1988 (Ball, 2008).  By 2000 the 
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relationship between education and state was GHVFULEHGDVµFRQJHVWHG¶(Skelcher, 2000).  Jessop sees a power 
relation developing as government continues to exert an influence beyond previously understood boundaries.   
µ0XFKZLOOGHSHQGRQWKHZD\VLQZKLFKQHZJRYHUQDQFHPHFKDQLVPVDUHOLQNHGWRWKHSXUVXLWRI
FKDQJHGVWDWHJRDOVLQQHZFRQWH[WVDQGWRWKHVWDWH¶VFDSDFLWLHVWRSURMHFWLWV power into the wider 
VRFLHW\¶(2002, p.203) 
 Specific illustration of this can be found in )LHOGLQJ¶VREVHUYDWLRQWKDWWKHOfsted process LVDµIDLOXUHRI
GHPRFUDF\¶(2001) as inspection schedules and judgment criteria become politicized and the introduction of 
Education Action Zones (Gewirtz et al., 2004).    
The principles of BSF with its transformation agenda and contemporary designs it could be argued, reflected 
the ideological position of those interested in learning 3DSHUW0lNLWDOR-Siegl et al., 2010; Preston, 
2000; Hoban, 2002; Laurillard, 2007)  and in particular a pupil centred constructivist approach. Unfortunately 
BSF became almost a battle ground between this ideology and that of government policy driven by the 
accountability agenda and the commitment to the use of the private sector (Ball, 2009). Sadly, from my 
current positions in both time and place the latter triumphed.  
5.4 Conflict 4: Change 
 
It would be difficult to argue that BSF was not a planned change. However, that planning took place well 
away from the teachers who would be ultimately responsible for delivery. Not only was each school at a 
different stages of readiness to deliver what was expected, so were individual teachers.  
A key issue from the start was the distance between policy makers and practitioners. The knowledge that 
ministers had at a detailed contextual level of the schools they hoped to impact upon, was very limited, and 
therefore the outcomes of the change process could not be assured. 
7KHVHSUHVVXUHVDUHMXVWWKRVHLQFOXGHGLQ)XOODQ¶VµZURQJGULYHUV¶RIHGXFDWLRQDOFKDQJH(Fullan, 2011), those 
of tRSGRZQµLPSRVHGDFFRXQWDELOLW\¶PL[HGLQZLWKµIUDJPHQWHGVWUDWHJLHV¶7KHREYLRXVPDQLIHVWDWLRQRIWKLV
was new buildings of contemporary design running 25 lesson week of a traditional curriculum with unchanged 
accountability regimes on their opening. In an earlier work Fullan pointed out notes the confusion this can 
cause. 
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µ2QHSHUVRQFODLPVWKDWVFKRROVDUHEHLQJERPEDUGHGE\FKDQJHDQRWKHUREVHUYHVWhere is nothing 
new under the sun. A policy maker charges that teachers are resistant to change; a teacher complains 
that administrator introduce change for their own aggrandizement and that they neither know what is 
QHHGHGQRUXQGHUVWDQGWKHFODVVURRP¶(Fullan, 2007, p.3) 
 
5.5  Conflict 5: Too many things to do and not enough time to do it  
 
Unfortunately,  with already crowded lives, teachers had little time to embrace the full potential of the new 
WHFKQRORJ\UHVRUWLQJWRILQGLQJWKHLURZQOHYHORIFRPSHWHQFHDQGVWLFNLQJZHOOZLWKLQWKHLURZQµFRPIort 
]RQH¶ (CZ); many embraced what they had to and stayed there. 8VLQJ9\JRWVN\¶V=3'FRQFHSWSDJH,  
 
Figure 25: Comfort Zone Applied to ZPD 
here seeing teachers as learners, it is possible to position the CZ within this model ( 
Figure 25). Teachers seldom ventured above the central zone in their use of ICT. Poor CPD design and little 
access to any other source of skills development resulted in little improvement in confidence or shift in 
pedagogy resulting, certainly in the secondary schools in this study, with updated but old infrastructure being 
XVHGODUJHO\DVµSD\DWWHQWLRQWHFKQRORJ\¶ZKHUHµ/HVVRQ2EMHFWLYHV¶DQG3RZHU3RLQWUXOHG BSF may well 
KDYHEHHQSRUWUD\HGDVDµtriumphalist s\PEROLFDFWLRQ¶ by politicians but it paid little attention to µWHDFKHUV¶
SHUVRQDOPLVVLRQ¶ and so the triumph was µVKRUWOLYHG¶ (Goodson, 2001). 
High hopes were placed on the next generation of teachers. As perceived µdigital natives¶ they were expected 
to bring a new skill set to the profession. However, their level of expertise in technology was limited to their 
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personal rather than professional world. Confident with ICT they may be but their understanding of its use to 
WUDQVIRUPWHDFKLQJDQGOHDUQLQJZDVQREHWWHUWKDQWKHµGLJLWDOLPPLJUDQWV¶WKH\MRLQHGRQWKHLUILUVWWHDFKLQJ
post. Given tKHIDFWWKDWWKHµGLJLWDOQDWLYH¶FRQFHSWLVIODZHGDQGWKDWSXSLOV¶XVHRIWHFKQRORJ\LVmuch too 
narrow (Thompson, 2013, p.23) and may serve to hinder rather than be fully exploited for effective learning, it 
must be asked as to why much of the expectation of transformation (or blame for the lack of it) is being placed 
at the feet of teachers past, present and future, surely the need is for all learners (both teachers and pupils) to 
be given the skills to make best use of the technology available.  
The failure to truly deliver any real transformation can I believe be put down to a complex inter-relationship 
and conflict between multiple agendas explored above. There is no doubt that teachers and pupils found 
themselves in modernised physical environments with a huge amount of ICT equipment but their educational 
context remained unchanged. BSF built capacity in the wrong places if transformation was expected. There 
was the obvious increased funding capacity and the resulting increase in the quality and quantity of 
technological systems. The procurement, installation and support of all this infrastructure, software and 
devices was enabled by a huge increase in management capacity through an MSP but no thought was given to 
increasing the capacity within the workforce to best assimilate the possibilities of using it in any real 
innovative ways. The time scale was also too short and the centre of reform too far from the classroom, an 
observation supported by Wallace. 
µ2QFHWKHLURQ\LVDFFHSWHGWKDWWLJKWO\FRQWUROOHGWUDQVIRUPDWLRQDOUHIRUPLVXQUHDOLVWLFDPRre 
promising alternative becomes promoting incremental improvement within broad consensual limits of 
acceptable practice. Expanding the scope for teachers to make professional judgments is a more 
realistic approach to fostering educational improvements in GLYHUVHFRQWH[WV¶(2008, p.1) 
 
Three years after Michael Gove opened BETT, his successor gave her address in 2015. Although she seems 
less certain about how or where, transformation remains as part of the rhetoric.  
I will be looking for ideas in a number of areas where I think technology can transform the 
educational landscape.(Morgan, 2015) 
I was not at BETT in 2015, but I did catch The Who on their farewell tour. I left with the final verse of their 
encore ringing in my ears; 
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µ'RQ
WJHWIRROHGDJDLQ 
Yeah 
Meet the new boss, 
6DPHDVWKHROGERVV¶ 
(Who, The, 1971) 
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6 Chapter 6: Impact and Future Work 
Early results of this work precipitate a major revision of my schools approach to CPD. Firstly I managed a 
consultation to restructure the school timetable to remove a taught period of PSHE, incorporate this into a 
registration period extended by 10 minutes each day and so create a 24 period week (P4.1.1). School now 
starts at 8.40 a.m. and for pupils, finishes at 2 p.m. on a Tuesday: staff CPD starts at 2.15. In adding the 
gained hour to existing directed time I therefore created a weekly 2 hour CPD session. Each member of staff 
was asked to put an µICT DQG7HDFKLQJDQG/HDUQLQJ¶ item into their performance management objectives, for 
VRPHWKDWZDVWRRIIHUWKHLUVXSSRUWDVµFKDPSLRQV¶UXQ&3'workshops (P4.1.2) and continue supporting 
colleagues in building the scaffolding to help them reach beyond their comfort zone; there was also one 
structured session every half term. I proposed the creation of a new role, that of eLearning Manager to 
governors. They agreed and an appointment was made; staff now have a key person who has the skill and 
capacity to support them, particularly in the creation of resources and use of the VLE. In lesson support was 
RIIHUHGWKHH/HDUQLQJPDQDJHUDQ,&7WHFKQLFLDQRUP\VHOIEHFDPHµERRNDEOH¶WREHLQOHVVRQVZLWKWHDFKHUV
RIIHULQJµUHDOWLPH¶VXSSRUW I also continued to lead sessions on the impact of ICT on teaching and learning 
(P4.1.3). 7KHHYROXWLRQRIWKLVZDVWKHFUHDWLRQRIDµ7HDFKLQJDQG/HDUQLQJ¶JURXSZLWKPHPEHUVIURm each 
school faculty. Their task was to continue supporting colleagues and run small action research projects of their 
own, many relating to ICT; it was from this group I obtained my teacher interviewees.  
Much of this innovation was shared at an LA level (P4.2) and with partnership schools (P4.3). I was 
recommended to present some of my findings at BETT in 2012. The acceptance of my submission was 
accompanied with the offer to sit on two seminar panels (P4.4). Much of BETT is an international trade fair; 
my full audience was very cosmopolitan and I wondered what the vendors in the main hall below would make 
of my message to delegates to spend little, return to their own country or county and be clear about what they 
want ICT do. 
    
The cancellation of BSF had a major impact on this work and was hugely disappointing for those schools 
ZKRVHDGYDQFHµ:DYH¶SODQVZHUHVFUDSSHG. For me it meant the originally planned impact of this work had 
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nowhere to go.  However, now schools are being encouraged (or will have little choice) in becoming 
increasingly autonomous in managing their organisations. LA influence is being reduced as funding is 
channeled directly to schools. The choice and nature of support services and advice is being left up to schools 
to decide. It is expected that the majority of schools will acquire the ultimate independent Academy status. 
The expected reduction in prescription from the National Curriculum will allow each school to design and 
deliver content and teaching and learning as best suits them. Ofsted (with a budget reduction from £266m to 
£146m) have another new framework for inspection that will rely on historical data and 2 day visits to 
schools. Crucially, like the rest of the public sector, schools will have less money to spend. 
School leaders will need to balance the requirement for improvement within all of these constraints. 
Investment in ICT will potentially be at the centre of the conflict between the pressure to innovate and avoid 
deficit budgets. 
This work and its findings could therefore be crucial in informing schools where best to focus their efforts and 
investments. Explaining the difference between simplistic spending and resourcing a vision that impacts on 
teaching and learning is a lesson learnt from this research.  
This is already happening. Only two of the original 8 BSF schools are staying with the MSP, on one year 
contracts. I have been instrumental in planning our own exit strategy and reducing the cost to change to a 
minimum while at the same time introducing improvements that address the legacy issues of 5 years 
stagnation (P4.5).  In doing this I have involved other schools in my planning and helped them with their own 
processes WKURXJKP\PHPEHUVKLSRIWKHµ:D\)RUZDUG¶JURXSP3.5-7, P4.9). Documentation and 
VSHFLILFDWLRQVRIPLQHZHUHXVHGE\DOOLQWKHLURZQVFKRRO¶VSURFHVV3DV,RUJDQL]HGDQGPDQDJed 
both µsoft market testing¶6 for the group (P4.6). Although this appears to focus on the mechanics of appointing 
                                                     
 
6
 Soft Market Testing is of organisations finding out about new ideas and service choices possible before they complete 
tender documents. Organisations need not follow the idea they talk about. Invited providers present their possible 
solution and ideas before the official procurement process begins.  
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contracts, the reality was far from that. Throughout the process I continually stressed to schools the need to 
have teaching and learning as a focus and provide systems to support their aims.  
This influence has reached beyond the old BSF cluster into other areas of the LA, including a MAT (Multi 
Academy Trust) and the PRU (Pupil Referral Unit). Bringing in a neighbouring primary school and forming 
our own MAT has enabled me to extend our ICT service to rapidly develop them to a position they could not 
have possible achieved on their own, allowing teaching and learning access to better tools as a result.   
I expect these types of developments to continue and therefore allow me to have more of an impact as an 
individual than would have been possible within an LEA and BSF programme.   
 
On reflection I started this work with rather naïve and simplistic thoughts. I accepted the transformational 
rhetoric (Rudd, 2013, p.148) without question, in fact I may have helped perpetuate it (P4.2) and therefore 
saw the BSF process and its ICT investment as the once in  life time opportunity to make it happen.  As I put 
together my literature review and began the collection of data, it became increasingly obvious that much more 
complex and insightful investigation was required. What emerged was a history of conflicts that BSF seemed 
to sharply focus, with myself placed squarely in the middle. This work therefore proved invaluable in 
allowing me to offer informed arguments and make an impact at a strategy level when sitting around meeting 
tables when national, regional and local decisions were being made (P4). However, I am proud to report the 
impact I feel I have made within my organization, in what I believe is the true spirit of this qualification. 
Further publications of my findings will also add to the knowledge base about ICT and learning and allow my 
findings to be of wider use to the educational community and policy-makers.  
Schools are complex organisations, and although BSF was a fantastic opportunity for my own, it added extra 
expectations, pressures and conflict throughout its many layers, from classroom, to staffroom and leadership. 
This work gave me the confidence to mediate in areas of tension, supporting the school to see its way through 
the need to deal with multiple agendas, regardless (or in spite of) the answer to my original research question 
and the title of this work.         
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